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BUILDING CAPACITY TO PERSONALIZE LEARNING

Abstract
This Organizational Improvement Plan (OIP) proposes building teacher professional
capacity and capital to meet the challenge of personalizing student learning by
implementing an embedded professional learning plan. This plan will be responsive to
individual teacher professional learning needs as well as evidence and research informed.
This OIP is based on the belief that for change in student learning to occur, the change
needs to happen at the classroom level with teachers. A shift in teacher practice requires
alignment in the teacher’s values, beliefs and practices. To support this shift, a common
understanding of personalizing learning needs to be established as well as implementing a
professional learning plan that supports building teacher capacity to achieve it. Also,
school-based conditions need to be optimized to support professional growth. As
effective teaching and learning practices do not happen in isolation, an integrated theory
of change helps ensure a balance between the external, internal and personal dimensions
of change. Since the teacher’s personal dimension of change must adhere to the
boundaries and expectations of the external governing bodies as well as work within the
internal structures, policies and procedures of the school, this balance is integral to the
success of the change process. Through the implementation of a multifaceted approach to
professional learning, teachers will engage in a reflective cycle of continuous
improvement. This will be supported by adaptive distributed instructional leadership as
well as school structures that provide common teacher collaboration time. Three key
areas of focus are targeted with this approach. These include deepening curricular
knowledge, strengthening pedagogical practices and increasing individual teacher’s
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ability to understand each student learner and include them as active participants in the
design of their learning.

Keywords: personalizing learning, responsive professional learning, reflective
collaboration, distributed instructional leadership, adaptive leadership, integrated theory
of change
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Executive Summary
Globalization and economic, social, technological and cultural influences have
had an impact on education. There is an expectation that teachers meet the diverse
emotional, physical, cultural and cognitive needs of students. This has resulted in a
paradigm shift from the teacher and what is being taught to the student and what is being
learned. In response to this, School Division X (SDX) has identified that personalizing
learning for students is the overarching goal of their Three-Year Educational Plan (SDX,
2018). Despite the supports put in place by SDX, many teachers within School X (SX),
are still struggling to consistently personalize learning for all students. This illustrates
that the provided professional learning opportunities are not meeting the needs of all
teachers. It is the principal’s responsibility to build the professional capacity of all
teachers in their school to ensure high quality teaching and learning that is personalized
for each student. This forms the basis of the problem of practice (PoP) being addressed in
this Organizational Improvement Plan (OIP). In a three-chapter structure, organized from
foundations to implementation and future considerations, this OIP investigates embedding
a school-based professional learning plan to build professional capacity and capital of
teachers to address the pedagogical shift necessary for them to personalizing learning for
students.
Personalized learning is distinguished from differentiation and individualization in
that it is learner-centered and includes the student as an active participant in the design of
their learning and how they engage with the content (Bray & Mcclaskey, n.d.). Therefore,
personalizing learning requires a complex set of skills. Not only does it require teachers
to have a deep understanding of their curriculum and pedagogy related to personalizing
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learning, but also a greater understanding of their students as individuals. This problem is
further situated within the challenges of providing professional learning that meets the
needs of all the teachers while also recognizing the social, political and cultural influences
that surround it.
Goodson’s (2001) integrated theory of change and framework looks to balance
those influences. Balancing the external, internal and personal dimensions of change will
result in sustained change. The external dimension represents the expectations,
boundaries and support of the school district, provincial governing body, parents, etc.
The internal dimension represents the school and its structures. The personal dimension
represents the values, beliefs and practices of the individual teacher. The balancing of
these three dimensions is an integral part of this OIP.
A distributed model of instructional leadership with an adaptive approach supports
this integrated theory of change. This leadership approach promotes and supports the
balance of external, internal and personal dimensions of change as well as the focus on
the instructional practices of teachers. The adaptive leadership approach encourages the
continued active participation of teachers as their varying perspectives and expertise are
required to tackle the complexity of providing responsive professional learning.
Through a gap analysis, three priorities of change are identified. These include
establishing a common vision of personalizing learning, providing professional learning
opportunities that are responsive to each individual teacher, and optimizing school
conditions to promote professional growth for student learning. An implementation plan
for a multifaceted approach that not only focuses on factors such as curriculum, pedagogy
and students, but also looks to align teachers’ individual beliefs and values with their
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practice through a reflective process is described to meet the complex professional needs
of teachers. It is an iterative cycle of continuous improvement that optimizes the school
structures including distributed instructional leadership with an adaptive approach to
support building the capacity of teachers to personalize learning. A plan to monitor and
evaluate this change plan pays attention to the content, form and function of these
learning opportunities as well as their effect on student learning to ensure they are
promoting teachers’ professional growth to personalize learning for students.
Implementation, monitoring and evaluation are supported by a communication
plan that builds an awareness and need for change as well as support the change process.
The strategy of dissemination and solicitation helps maintain balancing the three
dimensions of change as well as the integrity of the implementation, monitoring and
evaluation plan. Communication as a tool and a process of sensemaking holds an innate
purpose within the proposed iterative cycle of reflective improvement. Finally, Chapter 3
concludes with a look to next steps and future considerations.
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Building Teacher Capacity to Personalize Learning for Students
Chapter 1: Introduction and Problem
To achieve the personalization of learning for students requires a shift in
pedagogical practices. To address this need, this Organizational Improvement Plan (OIP)
proposes building teacher professional capacity and capital to enable the shift required to
meet the challenge of personalizing student learning by implementing an embedded
professional learning plan. This plan will be research-based and evidence-informed as
well as responsive to individual teacher professional learning needs. To enable each
teacher to successfully personalize learning for students, three key areas of professional
learning will be targeted. These include deepening individual teacher curricular and
pedagogical knowledge, improving instructional practices, and increasing individual
teacher’s ability to identify the learning needs, strengths, and passions of each student.
School structures and forms, as well as leadership practices that support professional
learning, will also be addressed.
From the assessment of the problem of practice and the research literature related
to it, three guiding questions emerged that will be explored. First, how can principals
provide personalized and responsive professional learning for teachers to build their
capacity to personalize learning for students? Second, how can principals optimize
school-based learning conditions to support and promote the professional growth of
teachers? Finally, what role can school leadership play in supporting and promoting
professional learning that is responsive to teachers’ learning needs?
This chapter will provide some organizational context related to this problem of
practice (PoP) as well as the challenges of providing professional learning that meets the
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needs of all teachers. It will outline the professional learning conditions suggested by
educational literature as well as proposed school structures to support those professional
learning conditions. It will include a description of my adaptive approach to distributed
instructional leadership and an integrated theory of change (Goodson, 2001) that will
support the proposed change to professional learning opportunities for teachers at my
school.
Organizational Context
This school-based OIP is largely influenced by the greater organizational context
surrounding it. Within ministries of education and school districts in Canada, there has
been a shift in focus from what is being taught to the student as a learner. Within the
Ministry of Education X (MEX), the goal is to inspire and engage each student so they
may succeed and thrive. This goal was largely shaped by a government created report
that presented a vision of education to 2030 (MEX, 2010). Influences on this report can
be found in the greater societal context. The increase of globalization is affecting the
direction and goals set for education at all levels. Organizations such as the global
Organisation for Economic Co-operation and Development (OECD) and the national
Council of Ministers of Education, Canada (CMEC) have a significant influence over
Canadian educational goals. This is not surprising, considering the interconnected nature
of these organizations. Both provide platforms for consultation, collaboration and the
identification of educational priorities, whether it is at the international or national level.
Reflective of those goals and priorities, particularly those of the MEX report,
School District X (SDX) highlights in their mission that each student, through their
abilities and gifts, will complete high school with the foundation to thrive in life and work
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(SDX, 2018). To achieve this, SDX clearly outlines in their three-year plan that
personalizing student learning is the predominant focus and strategy of instructional
design and leadership (SDX, 2018). All other strategies and goals are in support of that
main focus. As an instructional leader and principal of a large middle school within SDX,
I have the responsibility and agency to build the professional capacity of teachers at
School X (SX) to ensure there is high quality teaching and learning practices that are
personalized for each student.
In SDX, there has been a high priority placed on improving teaching practices to
support the unique needs of their students. To ensure consistency and the collective
pursuit of the goals outlined in the three-year plan (SDX, 2018), including the
overarching goal of personalizing learning for students, SDX has made adjustments to
increase the alignment within the administrative levels of the organization. In addition,
they have worked to extend that alignment to the teacher leaders and new teachers within
schools. Principals and assistant principals meet on a regular basis as a whole group as
well as varied division and area groupings with their respective colleagues to have
collaborative dialogue regarding system priorities including personalizing learning for
students. For the teacher leader sessions, each school selects a designated number of
learning leaders, teachers within a school who have an administrative designation, to
attend similarly-themed regular meetings with their colleagues. Teachers who become
learning leaders within the context of SDX have applied or been successful in achieving
this administrative designation. These learning leaders understand that in accepting the
role, they then form part of the instructional leadership team within the school to support
the improvement of teaching and learning practices. Their meetings, although similarly
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themed to the principal and assistant principal meetings, investigate the work with a
slightly different lens. Bringing these professionals together from various schools allows
for greater collaboration across and within schools. New teachers also attend system
meetings to be introduced to the professional learning culture and priorities of SDX.
These district level meetings are intended to provide the foundation for the work that
occurs in schools with teachers. This system alignment prevailing through these practices
reinforces the SDX instructional leadership focus and approach.
Beyond the system-level meetings, SDX expects that principals structure and
organize the professional learning of their teachers to promote the improvement of quality
teaching so that all students can succeed and thrive. To support this work in the schools,
early dismissal Fridays provide a consistent meeting time for teacher collaboration and
professional learning within the school. The purpose of these teacher collaboration and
professional learning sessions is for teachers to have evidence-informed conversations to
build their collective knowledge and inform their next steps in practice improvement. To
support this, SDX partners with a local collaborative network that focuses on innovative
teaching and professional learning to help facilitate professional learning sessions for new
teachers and learning leaders with the intent that this knowledge or practice is modelled
within the school setting. Qualities of the Teaching Effectiveness Framework (Friesen,
2009) are woven into those sessions. In particular, two components of that framework,
“teachers improve their practice in the company of their peers” (Friesen, 2009, p. 6) and
“teacher takes the initiative to inform self about current research literature and incorporate
it into teaching and learning practices” (Friesen, 2009, p. 12) directly impact the role of
instructional leaders in regards to establishing professional learning opportunities or
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protocols within a school. Despite the system alignment and regular professional learning
opportunities at school, many teachers continue to struggle with personalizing learning
for students. Since principals are expected to ensure effective teaching and learning is
occurring in their schools, it is the principal’s responsibility to support effective
professional learning for all teachers.
Governance and policy also impact schools and how they operate. This includes
the goals they set and how they organize to achieve those goals. Professional
development of teachers is no exception. The MEX report (2010) outlines that while still
being accountable to core competencies and standardized academic achievement
measures, teachers need to be innovative architects of learning to support student
passions, talents, and interests. SDX’s understanding of that document is enacted through
the direction and strategies it puts in place. One such strategy states that teachers will
create conditions for students to succeed as unique learners (SDX, 2018). Their
regulations further reinforce the need for teachers to participate in professional learning to
maintain high quality instructional practices to personalize learning for students (SDX,
2003). Meaning that it is the duty and responsibility of teachers to promote, achieve, and
maintain a high standard of instruction in support of the goals of SDX. Provincial and
local legislation and policy provide further support by reinforcing that teachers are to be
career-long learners (MEX, 1997). Professional associations also often stipulate that
teachers are required to continuously improve their practice (British Columbia Teachers’
Federation, n.d.; Manitoba Teachers’ Society, n.d.; Nova Scotia Teachers’ Union, n.d.;
Saskatchewan Teachers’ Federation, 2018; The Alberta Teachers’ Association, n.d.). All
these policies reinforce the importance of engaging in professional learning as part of a

6
BUILDING CAPACITY TO PERSONALIZE LEARNING
teacher’s professional practice. However, even these policies, time, organizational
structures, and resources that are in place to promote professional learning for teachers,
do not adequately support teachers to personalize learning for each student. Therefore, it
is the role of the principal, as an instructional leader within the organization, to address
this issue to ensure quality teaching and learning.
The origins of some of the struggles can be attributed to governance and policies
that seem to be in conflict or competition with each other. They not only set the
parameters of the work, but they also present some of the challenges. Despite the push
for teachers to be innovative and engage students in their learning through their strengths
and interests, there is still a strong emphasis on using standardized test results to
determine local educational priorities. This reinforces the concept of one size fits all,
resulting in a dichotomy between the confines of predetermined values and targets as
outlined by MEX and engaging students in the pursuit of their passion and talents
(Professional Teachers’ Association [PTA], 2017a). Teachers can become conflicted
between teaching to the test to ensure students achieve acceptable standards and being
innovative to allow students to pursue their passions. The high levels of accountability
with standardized tests, therefore, can inhibit the responsiveness or appreciation of
student diversity (PTA, 2017a). Finding the balance between the two then becomes the
responsibility of the school. Principals are left to navigate these competing priorities.
Leadership Position and Lens Statement
As a principal, there is increasing societal pressure to educate for diversity,
manage accountability systems, mediate technological conflicts, improve community
relations while improving teacher quality and student learning (Alberta Teachers'
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Association (ATA) & Canadian Association of Principals (CAP), 2014). Governmental
influences look toward equity in schools and effective leadership for school improvement.
Reflection on current patterns of thinking and teacher pedagogy becomes an important
part of the principal’s leadership role (Oplatka, 2009). This pluralistic approach to meet
the needs of all causes complex problems and leads to bottom-up initiatives and a flatter
hierarchy (ATA & CAP, 2014; Blackmore, 2013; White, Cooper, & Anwaruddin, 2017).
There is a move to a hybrid model (Gronn, 2009) of leadership that recognizes the
importance of a more horizontal leadership approach that supports bottom-up influences
while still living within a somewhat hierarchal structure of accountability (ATA & CAP,
2014). In order to solve the complex problems, the educational leader needs to put
greater emphasis on collegiality and innovation (Blackmore, 2013). However, this does
not replace the managerial, achievement targets or business type expectations of the
educational leader.
In consideration of these contextual influences and trends, it is not possible to
address my problem of practice or implement my organizational improvement plan
without first acknowledging my educational lens, leadership philosophy, theory and style.
Since the problem of practice is such an integral part of my professional work,
recognizing my assumptions, predispositions or strengths, and leadership style and
practice are important components as they play a key role in determining my beliefs and
values connected to this problem and how I will approach it.
Although my view of the aim of education is reflected within a complementary
combination of some tenets from several approaches, the predominant educational lens
that has the strongest influence on my beliefs and practices fluctuates somewhere on the

8
BUILDING CAPACITY TO PERSONALIZE LEARNING
continuum between Liberal and Neoliberal. I see the need for balance between
Liberalism and Neoliberalism. Liberalism allows for the broader educational base. It
makes space for a more leisurely exploration of knowledge (Gary, 2006). It supports the
values of internal freedom, critical thinking and the pursuit of new knowledge (Gary,
2006). Neoliberalism, on the other hand, encourages an entrepreneurial spirit and can
provide some structure. I see the value in education playing a role in preparing students
to be productive members of society. However, Neoliberalism’s high focus on
accountability and efficiency (Davies & Bansel, 2007) needs to be tempered by the tenets
of the Liberal approach that supports being wary of too much regulation and market
influence. I recognize that by identifying with certain aims of education that it will have
an impact on my assumptions as well as my philosophy of education and leadership.
To this end, my philosophy for education and leadership are intertwined in that I
believe learning is at the center and should be the driving force of all that we do in
education. I believe strongly that educators have a duty to prepare students to
productively engage in the rapidly changing global society of which they are a member.
To do this, educators need to be responsive to student needs and interests. Personalizing
learning for each student seems an appropriate approach. To achieve this, I believe
creativity, innovation and a reflective assessment of student learning needs and individual
teacher’s pedagogical practices are required (Elliott, 2015; Stark, McGhee, & Jimerson,
2017; Stoll & Temperley, 2009). My leadership style reflects this belief. As an
educational leader, I believe I need to support teachers in improving their practice, similar
to how teachers are expected to support their students by providing personalized learning
opportunities to explore, create and apply knowledge and skills (Elmore, 2008; Lynch,
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2012; V. Robinson, 2011). Creating a cohesive, safe community with open lines of
communication (Duignan, 2014; Northouse, 2016) supports positive risk-taking and
growth for staff and students. There also needs to be commitment to finding development
opportunities (Fullan, 2015; Timperley, 2011) and providing resources (V. Robinson,
2011) that allows groups and individuals in the school to advance their pedagogical
practices (Elmore, 2008; Friesen, 2009).
As an educational leader, modelling openness to change and growth is
fundamental when combined with passion, drive, empathy, and integrity to leading
change. I also believe there is a collective power in the varied ideas, experiences and
strengths of a group of people. Considering those multiple perspectives and being
inclusive of all (Crippen, 2012; Northouse, 2016) is key to real and sustained change.
Valuing the input from others, I believe, will result in empowered individuals who take
pride in their work and who can make thoughtful decisions resulting in the desired
change. I believe working collaboratively allows people to learn and grow and tackle
problems or projects from many angles resulting in more creative, accepted, and
sustainable solutions.
I acknowledge and accept that at the macro level student learning is measured by a
governing body’s predetermined sets of targets and values. This creates a top-down
constraint within which school leaders, teachers and students must operate. Within that
hierarchal structure, however, there is an opportunity for a flatter structure. This hybrid
model is reflective of my leadership agency as principal within my organization. SDX
has clearly defined top-down expectations and boundaries; however, there is also
considerable support for bottom-up initiatives to address complex problems. SDX’s

10
BUILDING CAPACITY TO PERSONALIZE LEARNING
structures and practices support a distributed instructional leadership model to achieve the
goals outlined in their Three-Year Educational Plan (SDX, 2018). This is reflective of my
leadership approach within the school. Distributed instructional leadership with an
integrated adaptive approach is foundational to how I lead. Schools are very complex
environments with many conflicting priorities. This adds to the challenge of
personalizing learning for students. My predominant approach as an instructional leader
keeps students at the center and ensures the focus remains on student learning and quality
teaching. Instructional leadership focuses on bringing everyone together for the
continuous improvement of student outcomes. Collaboration, alignment, resource
management and the establishment or maintenance of a positive learning environment is
required (Hallinger, 2005; Timperley & Alton-Lee, 2008). A key component of
instructional leadership is ensuring quality teaching and learning (Hallinger, 2011; V.
Robinson, 2007). However, depending on the circumstances, it is not realistic for one
person to have a meaningful impact on individual teacher practice, as there would not be
enough time in the year to work alongside each teacher individually. The distributed
leadership model supports the instructional leadership approach by increasing the number
of instructional leaders available to support and promote the professional growth of all
teachers. Within the school context, the school’s leadership team formally includes, but is
not limited to, the assistant principal and the learning leaders. The assistant principal
works in tandem with the principal to promote and support school improvement.
Learning leaders, as previously noted, are teachers with an administrative title and role.
They are also instrumental in supporting school change. This team helps build the
professional capacity and capital within the school. Distributed leadership is only
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effective within the instructional leadership approach if the additional instructional
leaders are appropriately supported by the principal to build their professional capacity
and cohesiveness. In conjunction with this distributed instructional leadership style, the
integrated adaptive approach helps promote that needed cohesiveness. To achieve
meaningful results, it supports the collaboration of individuals with multiple perspectives
and areas of expertise to examine and solve complex problems (Northouse, 2016; Wong
& Chan, 2018). As a principal, incorporating an adaptive approach provides a means to
gather those varied perspectives, gain clarity and manage processes and the stress related
to the change.
Through the analysis and acceptance of my leadership position and lens, I believe
I am better positioned to engage in the organizational change process. This awareness
allows me, as a principal, to be more cognizant of the impact my beliefs, values, and
assumptions could have on how situations are perceived and evaluated. All these
components work in concert, influencing my thoughts and actions. Recognizing that they
underscore my assumptions and biases will better position me to view new information in
a more open manner.
Leadership Problem of Practice
How to support teachers to enable them to personalize learning for students is the
leadership problem of practice (PoP) being examined. In addressing this leadership
problem of practice, it is important to define and distinguish personalization of learning
from differentiation and individualization. The key difference between personalization
and differentiation and individualization is that personalization is learner-centered (Bray
& Mcclaskey, n.d.). Students are active participants in the design of their learning and
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have choice in how they engage with the content (Bray & Mcclaskey, n.d.). It takes a
holistic view of the student, including their interests, strengths, needs and passions
(Basham, Hall, Carter, & Stahl, 2016; Bray & Mcclaskey, n.d.). Whereas differentiation
looks at the learning preferences of students as they relate to the method or approach of
instruction and individualization of instruction looks at the pace of instruction (Bray &
Mcclaskey, n.d.).
Personalization is challenging as students come with complex and diverse social,
emotional, mental, and intellectual needs as well as a wide variety of interests and
passions. In order for teachers to personalize learning for students, they need an in-depth
understanding of their students (Miliband, 2006). However, within the current context,
that is not enough. Teachers are also obligated to meet the outcomes of the curriculum
they teach. Therefore, combined with that in-depth knowledge of the students they teach,
teachers also need to have a deep understanding of their curriculum and strong
pedagogical practices (Järvelä, 2006) to be able to create learning environments that not
only meet the interests and needs of their students, but also meet the curricular standards
set by MEX. The leadership challenge then becomes how to support the professional
growth and build the capacity of teachers so that they may achieve such a complex goal.
As a principal, I need to create the conditions necessary to enable teachers to
consistently engage in instructional practices to personalize student learning that are both
research-informed and aligned with the prescribed curriculum. Although the professional
learning opportunities currently provided meet the needs of some teachers to enable them
to personalize learning for students, they do not promote or support the same pedagogical
growth in others. Discussions with teachers often revolve around ideals of what they
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would like to be able to do, but their professional capacity and agency to achieve those
ideals are often further hindered or complicated by practical constraints such as their
readiness, ability or time. These factors need to be taken into consideration. Therefore,
how do I build teacher capacity and create the conditions necessary to enable teachers to
consistently employ pedagogical practices supported by research evidence to personalize
learning for each student?
Framing the Problem of Practice
Since this PoP is an integral part of my professional work and agency as a school
leader, it is important to recognize that my assumptions and sociological paradigm play a
key role in determining my beliefs and values connected to this problem. The
perspectives gained from a review of related educational literature, as well as the change
theory, will also impact how I will approach this PoP.
Paradigm. I do believe that a school, and by extension its leader, is by its very
nature predominantly within the functionalist paradigm. As such, I see education as one
part of a complex system within society that works in conjunction with other parts to
create stability (Hartley, 2010). Education and its focus are framed as a social structure
with the social function of supporting the learning and socialization of students within our
society. However, within this dominant functionalist paradigm, I hope to introduce a more
critical approach. Gunter and Ribbins (2003) offer a more pluralistic view of theory and
practice. They describe critical as “concerned to reveal and emancipate practitioners from
injustice and oppression of established power structures” (Gunter & Ribbins, 2003, p.
133). The addition of the critical influences, ensures that the pursuit of equity is
maintained within the diversity and that action is taken to ensure the emancipation of any
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marginalized group (Green, 2016). I believe this is an important part of education. The
inclusion of critical influences is key in the role education plays in creating equity in
society. The infusion of critical influences also supports empowering teachers,
organizational learning and providing a sense of ownership (Gunter & Ribbins, 2003;
Hartley, 2010). Critical influences provide a way to explore and frame teacher practice to
both understand and change it. By examining what is wrong with the current reality,
identifying who should be involved in changing it and establishing goals to achieve it
(Bohman, 2016), I believe a reflective assessment of student learning needs and
individual teacher’s pedagogical practices is required in order to improve them.
Influences. Recognizing that this problem of practice is situated within the
functionalist paradigm highlights the importance of framing this problem within the
broader context. Social, political, and cultural influences have a huge impact on how
schools operate and the goals that are set for a school. At the national level, the goal of
personalizing learning for students is influenced by The Council of Ministers of
Education, Canada (CMEC). Their CMEC Reference Framework for Successful Student
Transitions (2017), a guiding document within MEX, includes Foundational influences to
personalize learning for students. As stated in their vision statement, “Education systems
play a unique and critical role in ensuring that every student has the supports they need to
transition to pursue their preferred futures.” (CMEC, 2017). Their guiding principles
make reference to students being involved in the design and evaluation of their education
(CMEC, 2017). Identified benchmarks outline that programs and policies will be tailored
to individual student needs and interests. It also refers to the necessary professional
learning to support this framework (CMEC, 2017).
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Examples of influence can also be found at the provincial level. For example, in
Alberta, the Inspiring Education document (Alberta Education, 2010) outlines how
education needs to contribute to a prosperous society and economy. Another example
includes Ontario’s Ministry of Education who states that their success strategy involves
tailoring education to students’ strengths and interests (Government of Ontario, n.d.).
Combined with this is the increasing societal pressure to educate for diversity while
improving teacher quality and student learning (ATA & CAP, 2014). This imperative to
meet the needs of all students and prepare them for the rapidly changing and growing
global society is a monumental task.
Finally, as previously described, at the organizational level, the goal of
personalizing learning for students is the overarching goal and strategy of instructional
design and leadership in SDX (SDX, 2018). In support of this, there has been a focused
effort by SDX to align the work of all schools to improve teacher practices to personalize
learning for students so that they may succeed and thrive. Despite this increased focus
and alignment on research-based professional learning opportunities at both the system
and school levels, many teachers are still struggling to personalize learning for their
students. Classroom observation and discussions with teachers highlight their struggle
and would indicate that the current conditions and professional learning opportunities are
not providing enough support to meet all their professional needs.
Educational Literature Perspectives. Educational literature and research
provide some insight into identifying the cause of the disconnect between the provided
professional learning opportunities and the pedagogical growth of teachers. The literature
supports that it is challenging to create the conditions to personalize learning for the
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complex, diverse needs of students (V. Robinson & Timperley, 2007). Although
resourcing strategically, ensuring an orderly and safe environment, and establishing goals,
are all important, Robinson (2011) found that leading teacher learning and development
has the greatest impact on student learning. Embedding professional learning that is
research and evidence informed, as well as responsive and personalized to the needs of
individual teachers is required in order to build professional capacity and capital of
teachers to personalize learning for students (Campbell et al., 2017; Day & Gu, 2007;
Opfer & Pedder, 2010, 2011).
There is an increase in research that examines the contextual variables related to
professional learning and their impact on those learning opportunities’ effectiveness. It
has been found that professional learning opportunities need to take into account the
context of the individual teacher’s practice including the diversity and complexity of their
professional knowledge (Day & Gu, 2007; Webster-Wright, 2009), as well as the causal
relationships among the teacher, the school and the learning activities (Opfer & Pedder,
2011). These findings are further supported by Elmore’s (2008) work around the
instructional core, which highlights the importance of relationships between the student,
the content, and the teacher. A change to one of the three requires a change to the other
two for real change to happen (Elmore, 2008). Globalization and the greater societal
influences have brought about a change to the content that students need in order to be
successful in the rapidly changing world. In response to this, there needs to be a change
to the other two areas. The teacher’s practice needs to be reflective of the nuanced
change to the content. The teacher also needs to support students in their journey to see
how they fit with the content.
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Teacher development is necessary for teacher practice to change to meet the
changing focus of the content element of the instructional core. Opfer and Peddler (2011)
propose a dynamic and holistic conceptualization of teacher professional learning that
considers those causal relationships. Their research found that one in four teachers were
not as effective as they could be. I suspect that these statistics of teacher effectiveness are
reflective of my school’s ratio. This reinforces the importance of delving deeper into why
professional learning opportunities are not meeting the needs of all. They recommend
that school leaders need to be aware of the organizational, personal and social-emotional
factors that are affecting those causal relationships and impacting the effectiveness of
teacher professional learning in order to create and maintain a learning climate for
teachers (Opfer & Pedder, 2011). As the leader of this change, maintaining an awareness
of these factors will be key to achieving a change in teacher pedagogical practices.
Contextual variables related to the form and function of professional learning also
have an influence on their effectiveness. Since teachers can be simultaneously a novice in
one aspect of their practice and expert in another, neither a linear model of novice to
expert nor a training deficit model of professional development is appropriate (Day & Gu,
2007; Webster-Wright, 2009). The same argument could be used against a one size fits all
model of professional development (Day & Gu, 2007; Leithwood, Louis, Anderson, &
Wahlstrom, 2004). Since effective teaching and learning does not happen in isolation,
school-based learning conditions need to be optimized to enable teachers to grow
professionally and be successful in the classroom.
Change Theory. When considering change theories to address this problem of
practice, a key barrier that needs to be addressed is to how to meet each teacher’s
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professional learning needs so that they have the skills and knowledge to be able to
personalize learning for students while still understanding the broader influences on
educational goals. As previously noted, the currently provided professional learning
opportunities meet the needs of some teachers, but they do not support or promote the
same pedagogical growth in others. These professional learning opportunities do not take
into account a holistic view of individual teacher’s professional context (Day & Gu,
2007).
The vision to have teachers personalize learning for students will not succeed if
the needs of the teachers are not considered and if the expectations are unrealistic (Lipton,
as cited in Cawsey et al., 2016). If teachers are expected to personalize learning for
students, it stands to reason that leaders should personalize professional learning for
teachers. As an educational leader, I am bound by the hierarchical governing bodies, but
if real change to personalization of learning is to happen, the change must be enacted at
the teacher level in each classroom. Therefore, the change theory needs to consider not
only the influences of the governing bodies but also the perspective of individual
teachers. An integrated theory of change looks for a balance between external, internal
and personal dimensions of change (Goodson, 2001). The top-down reform, which
includes mandates such as provincial curriculum, standardized tests, and guiding policy
and legislation are reflective of the external change dimension. Whereas, the internal
change dimension includes elements within the school setting that initiate or promote
change within those external boundaries. Foundational to the commitment and execution
of the change, however, is the personal change dimension which refers to the individual
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missions, beliefs and/or practices of teachers. The interlocking influences from these
three dimensions are needed to fully realize sustained change.
Guiding Questions Emerging from the Problem of Practice
The suspected reasons for the disconnect between the professional learning
opportunities provided to teachers and their professional growth are as varied as the
teachers. A way to enable teachers to consistently employ pedagogical practices
supported by research evidence to personalize learning for each student needs to be
found. This results in the problem of how to build teacher capacity and create the
conditions necessary to do this. Through my assessment of the problem, three guiding
questions have emerged. First, how can principals provide personalized and responsive
professional learning for teachers to build their capacity to personalize learning for
students? Second, how can principals optimize school-based learning conditions to
support and promote the professional growth of teachers? Finally, what role can school
leadership play in supporting and promoting professional learning that is responsive to
teachers’ learning needs?
The first guiding question of how to provide personalized and responsive
professional learning opportunities for teachers is directly related to the challenge of
providing appropriate professional learning that meets the needs of all teachers.
Discussions and observations highlight that teachers come with different theories of
practice, values, priorities, personal and professional experiences, as well as different
learning preferences. Consideration will need to be given to how the totality and
diversity of professional knowledge translate into a teacher’s practice to better support
their individual professional growth (Day & Gu, 2007). Teachers’ strengths and
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weaknesses are very contextual. They could be dependent on their areas of expertise in
relation to their current teaching assignment. Take, for example, a teacher who majored
in mathematics who is teaching both math and science. In this example, they may be an
expert in teaching math and a novice in teaching science. The age or ability level of the
students could also create that simultaneous expert/novice scenario. Opfer and Peddler
(2011) highlight the need to reconceptualise professional learning from a more holistic
perspective, including the relationship between the school, the teacher and the learning
activity. To support responsive, professional learning, Donohoo (2018) found promising
results when teachers were active participants in designing and leading their own
professional learning in the company of their peers where teachers can engage in
collaborative research or problem-solving groups.
The second guiding question related to optimizing school-based learning
conditions to promote professional learning highlights the challenges a principal faces
when balancing competing demands within a school. Since effective teaching and
learning happens within a greater school community, context and environment become
important. School-based learning conditions such as teaching schedules, staffing, budget,
and time allocations can either support or hinder that work. The ideals of what teachers
would like to be able to achieve within their classrooms are often a topic of discussion,
but their ability to achieve those ideals is often complicated or impeded by a plethora of
constraints. Some of these constraints include competing priorities, struggling to
coordinate with others, the demands of extra-curricular programming, large class sizes,
lack of additional supports for complex students, and finding time to do all that is
required. Robinson (2007) points to the importance of ensuring that resources are
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strategically allocated and organizational management are aligned with the pedagogical
purposes. The form and function of school structures can promote professional growth,
especially if it includes opportunities and time for teachers to engage in professional
learning and if teachers are grouped thoughtfully (Johnston & Hayes, 2007). This
requires examining how to create a learning environment that supports authentic learning
(Webster-Wright, 2009). Research shows that providing a safe space for collaborative
practice, innovative teaching, and critical reflection promote professional learning
(Admiraal et al., 2015; Johnston & Hayes, 2007).
The final guiding question looks at the role school leadership plays in supporting
the professional learning opportunities for teachers. The leadership style and practices of
principals have been shown to impact the professional growth and the teaching and
learning practices of teachers within their schools. Goddard, Goddard, Sook Kim and
Miller (2015) found that principal instructional leadership was a strong predictor of
improved teacher collaboration, learning, and instruction for student achievement if key
elements of instructional leadership were present. These include the principal’s
knowledge of instructional practices, curriculum, and assessment, and if the principal sets
high standards for teaching and student learning. Learning-centered leadership practices
were also found to support professional learning especially if teacher agency and trust are
fostered (Liu, Hallinger, & Feng, 2016). In consideration of these findings, the impact
leadership has on the effectiveness of professional learning will need to be a
consideration.
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Leadership-Focused Vision for Change
In order to address the PoP, a leadership-focused vision for change is established
through an examination of the present state compared to the desired future state. This
analysis has resulted in identifying priorities for change and drivers of change.
Gap Analysis. This problem of practice emerges from the school district’s vision
and goal for teachers to engage students in their learning through personalization. The
purpose of this OIP is to support teachers to enable them to achieve the goal of
personalizing learning for each student. Currently, teachers are struggling to consistently
meet this objective because it is complex and challenging. The many demands on
teachers’ time combined with the increasing complexities of the students in their classes
present added barriers for teachers. Unfortunately, competing demands on teachers’ time
make it harder for teachers to dedicate the necessary focus on their own pedagogical
growth. Teachers are often required to teach a variety of subjects, some of which may be
outside their area of expertise. Beyond that, there are the extra-curricular commitments
of coaching athletics or running student clubs. There is also an increased expectation that
teachers maintain an online presence for their student and parent community. Add to that,
the growing complexity of students mentally, physically, and behaviourally in their
classes (PTA, 2017a). Teachers are presented with a myriad of student challenges that
they must navigate, often with minimal school or community resources. These challenges
can range from mental health concerns like anxiety, depression, and post-traumatic stress
disorder to learning difficulties or lack of self-regulation to language and cultural barriers
of new immigrants. This would all be in addition to the vast range of cognitive abilities of
their students and extensive array of student interests and strengths. Through all this, they
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are expected to deliver a personalized program that meets the needs of each student and
taps into their passions and strengths to intellectually engage them in their learning.
Surveys, self-reflective documents, observations and conversations with teachers reveal
that many teachers at SX struggle to meet these demands to personalize learning for
students.
Teachers need professional learning opportunities that build their capacity to meet
these challenges as well as conditions that support the advancement of their teaching and
learning practice. Since teachers continue to struggle, it is evident that the present
professional learning opportunities and the professional learning conditions do not
adequately support all teachers in their quest to personalize learning for students. There
are a variety of suspected reasons why this is the case. Although there is an assortment of
professional learning opportunities offered, not all teachers have the same access to those
opportunities. For instance, some offerings are only for certain categories of teachers
such as a teacher with an administrative assignment or a teacher who is new to the
profession. Or perhaps they are offered in alternate locations or at times that are not
conducive to a teacher’s circumstances such as in another city or at a time when they are
unavailable. Also, dependent on the individual teacher’s context or need, there may be a
lack of relevant professional learning opportunities that address a specific area of interest
at a level that would be appropriate. Plus, research has demonstrated that the most
significant professional learning that results in lasting change in pedagogical practice is
embedded in the day-to-day practice of teachers (Campbell et al., 2017; DarlingHammond, Hyler, & Gardner, 2017). This means that the role of providing meaningful
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professional learning is most effective if offered at the school level and is incorporated
into the regular teaching and learning practice of the teachers.
The high demand on teacher time means that professional learning opportunities
need to be purposeful, effective and efficient. The trend of requiring teachers to do more
with less, highlights the need for principals to be very thoughtful and intentional with any
time teachers do have for professional learning. Principals also need to ensure schoolbased conditions are optimized in order to create space that promotes professionalism and
continuous professional growth (Fullan & Hargreaves, 2016). In order for the
professional learning to meet the varied needs of the teachers, it needs to be responsive to
each teacher’s professional needs and fitting of their context. Also, teachers need to see
the value of these professional learning opportunities in improving their pedagogical
practice (Campbell et al., 2017).
Priorities for Change. If teachers’ professional learning needs are met, their
professional capacity to provide personalized learning for students will be enhanced.
Consequently, from the lines of inquiry, a few key areas emerge as priorities for change.
The first priority includes clearly defining personalization of learning and collectively and
individually developing goals and targets to increase the personalization of learning for
students. Establishing a clear vision for change helps guide teacher professional learning
and development as individuals and as a learning community (Voelkel & Chrispeels,
2019). This shared vision gives a sense of direction and provides a motivating force for
continued action to achieve goals (Stoll & Kools, 2016). The second priority revolves
around providing professional learning opportunities for teachers that are both founded in
research and evidence while being responsive to the individual teacher’s professional
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needs. Powerful professional learning is a blend of practical and theoretical (V.
Robinson, 2007) as well as continuous (Hargreaves, 2007) and embedded in the teacher’s
day-to-day practice (Prince Edward Island Department of Education and Early Childhood
Development, 2013). The third priority focuses on optimizing conditions to promote
professional growth and student learning. This includes creating a culture of learning that
is safe, supportive, and respectful that focuses on professional collaboration and inquiry
(V. Robinson, 2011) as well as ensuring that processes, strategies, and structures are
aligned to generate the conditions that support professional learning (Stoll & Kools,
2016).
Drivers of Change. Four key change drivers have been identified for this OIP.
These include the student as a learner, teacher practice, professional learning and
leadership practices. The first change driver is a result of the shift in focus to the student
as a learner and the personalization of learning for students. The emphasis is refocused to
not only include engaging students so that they meet the academic targets but will also
thrive in life and learning. This requires students to be included as active participants in
the architecture of their learning.
This paradigm shift from what is taught with a focus on the content, to what is
learned with a focus on the student, requires teachers’ practices to change. This becomes
the second driver of change. Teachers need to be more responsive to student need. They
require a deep understanding of the students and the subjects they teach in order to
engage students in instruction that is personalized. Developing a deep understanding of
the curriculums they teach is not enough. They must also know their students as
individuals to be able to adjust their teaching and learning practices to be responsive and
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inclusive of students and their talents, interests and needs. Thus enabling teachers to
engage students in “learning environments where knowledge is inquiry oriented and
socially constructed” (PTA, 2017b, p. 6). To achieve this change, teachers need to
develop and grow professionally.
This shift in focus to the learner is as valid for teachers as learners as it is for
students. Therefore, meeting the diverse professional learning needs of teachers is the
third change driver. To ensure the professional learning opportunities provided to
teachers are responsive to their learning needs and growth, the content form and function
of these opportunities requires attention. A professional development model of “sit and
get” is no more appropriate for teachers than it is for students. Instead, a space for
teacher learning needs to be created that is open, trusting, and includes a culture of critical
collaboration (Admiraal et al., 2015; Campbell et al., 2017; Liu et al., 2016; V. Robinson
& Timperley, 2007; Scoggins & Sharp, 2017). This will promote the exchange of
knowledge, skills, and experiences in order to deepen individual teacher curricular and
pedagogical knowledge (Campbell et al., 2017; Liu et al., 2016). Since a teacher’s
practice is governed and influenced by an array of guidelines and expectations, then as
professionals, they also need to be supported in their learning while still taking into
account the expectations from the work context (Webster-Wright, 2009). Therefore,
professional learning needs to be flexible within the directive and non-directive
opportunities as well as meet the needs of the collective and individual in order to balance
the emphasis on shared school vision and individual needs (Admiraal et al., 2015;
Campbell et al., 2017; Stark et al., 2017).
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Leadership plays a pivotal role in establishing this culture of learning that is
necessary for sustained teacher professional learning (King, 2011). Although guiding
professional learning was a component of the leader’s involvement, a more organic
participation was indicated by research including modeling professional learning,
understanding the contexts of teachers’ practices and being more involved in the
instructional facets of the school. This would position the teacher as the learner and the
principal as the leader of learning.
Further to this, Johnston and Hayes (2007) found that professional learning can be
supported by the function and form of school structures. Improvement in teacher practice
resulted from leaders and teachers using regular meeting times to engage in professional
learning. How teachers were grouped was also determined to have an impact on their
professional learning (Johnston & Hayes, 2007). They found that cross-curricular teacher
teams provided more opportunities for risk-taking, pedagogical reflection, and innovative
teaching. On the other hand, they determined that to gain greater depth within the
curricular disciplines, there is still a need for curricular groupings for teachers (Johnston
& Hayes, 2007). These findings indicate that not only do the professional learning
opportunities need to be responsive, but they also need to be multidimensional. Thus,
making leadership practices and school structures the final drivers of change.
This multidimensional approach applies to both school structures and learning
conditions. Support for flexibility and experimentation with innovative teaching practices
needs to be established (Admiraal et al., 2015; Campbell et al., 2017), as well as, time for
teachers to be reflective about their practices in order to explore how the diversity of their
professional knowledge translates into their teaching practices (Admiraal et al., 2015; Liu
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et al., 2016). A variety of structures to meet the various professional learning objectives
will include a balance of whole group, small group and individual professional learning
opportunities (Admiraal et al., 2015) that are both curricular and cross curricular.
Moreover, there needs to be opportunities for both formal and informal learning (Kyndt,
Gijbels, Grosemans, & Donche, 2016). This multidimensional approach supports this
PoP’s leadership vision for change by incorporating both the priorities for change and the
drivers of change to improve pedagogical practices to personalize learning for students.
Organizational Change Readiness
Assessing an organization’s readiness for change needs to take several factors into
consideration. This section will explore the need for change, the perspectives of
stakeholders, communicating the need for change and identifying collaborative solutions.
Need for Change. As previously described, the current professional learning
opportunities do not sufficiently support all teachers’ pedagogical growth to enable them
to reach the goal of personalizing learning for all students. It is important that the
principal ensures that the professional learning opportunities align with teachers’ needs
and that the school conditions are optimized to support continuous professional learning
and growth. An overall learning culture that is supportive and promotes critical
collaboration and innovation in teaching practices (Hallinger, 2005; King, 2011) needs to
be created. This learning culture needs to be further supported by the elimination of
distractions that hinder the progress towards the identified goal (Harris, 2011). Therefore,
as an educational leader, I need to be mindful of not bringing in initiatives that do not
promote progress towards the intended goal as they can complicate matters and produce
competing priorities. Too often, new educational trends or initiatives can derail the
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forward motion that has been established by having teachers’ focus diverted to alternate
strategies or programs that diffuse the intentionality of the original goal. This includes
being mindful and purposeful with how available common planning and professional
learning time is allocated for teachers. This time is considered to be of great value by all
and is built into a teacher’s contractual assignable time. As noted previously, SDX further
demonstrates their commitment to teacher collaborative professional learning by ensuring
common non-instructional time is available on Friday afternoons, as well as building full
days into the school calendar throughout the year. Common time being such a valued
commodity requires thoughtful planning. A common expectation and understanding
needs to be established regarding how this allotted time will be used. This would include
balancing the focus of time between individual and collaborative as well as professional
learning and administrative time. Although on the surface it may seem appropriate to
assign all common time for professional learning, that would ignore the need for teachers
to have time to engage in more technical activities such as preparing for lessons,
assessing assignments or inputting report cards. Therefore, high standards need to be set
for the appropriate use of time that is allocated to professional collaboration and learning.
This also means it is important to find a through-line between external expectations and
internal context. This through-line will help establish a common ground and balance
between those seemingly conflicting and competing priorities. This helps avoid
delivering mixed messages and maintains the contextual view to engage in professional
learning for continuous improvement.
Perspectives of Stakeholders. Determining the readiness for change requires an
understanding of internal and external stakeholders’ perspectives in regards to the
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organizational change (Cawsey et al., 2016). In this situation, the teachers would be
considered the internal stakeholders. The effectiveness of the professional learning
opportunities has the most immediate impact on this group. For sustained change to
occur, their perspective on the goal of professional learning and the effectiveness of the
professional learning opportunities is important. Both formal and informal discussions
with teachers as well as teacher surveys and teacher reflective documents have revealed
that they are motivated to engage each student in their learning to promote student
success. Unfortunately, they have also expressed frustration that personalizing learning
for each student can be a daunting expectation that leaves them feeling overwhelmed.
Observations further confirm that teachers’ time, readiness and/or ability to deal with the
multifaceted nature of personalization of learning for students impedes their capacity to
achieve this lofty goal. Additionally, teachers have expressed concern that the nature of
the professional learning opportunities or the time to engage in appropriate professional
learning are not always conducive to their needs. There is a demand for professional
learning to be more responsive to teachers’ individual and collective needs.
The perspective of external stakeholders such as the ministry of education, the
school district and/or the school community also need to be taken into consideration.
They each have an impact on the goals and boundaries that are set for teachers and
education. Their visions, goals and policies, as well as imposed targets, provide the
expectations and guidelines for teachers. However, they do not necessarily provide the
method by which teachers are to achieve those objectives. What is provided often
resembles a one size fits all model, which as previously discussed, does not necessarily
promote authentic professional growth.
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Communicating the Need for Change. Even with an underlying readiness for
change, communicating the need for change can increase that state of readiness (Cawsey
et al., 2016). Coming to a common understanding of what it means to personalize
learning for students and how this will promote greater student success now and, in the
future, would help enhance teachers’ awareness of the need for change. This could be
considered the catalyst that initiates this communication to increase the need for change.
The need for change can be heightened through communication by activating people’s
desire to do something worthwhile, meaningful or serve a cause greater than themselves
(Cawsey et al., 2016). Once the underlying reason for change is established, further
communication could extend to the purpose of professional learning. Research-informed
evidence related to effective professional learning and its impact would raise awareness
for the need for change (Cawsey et al., 2016). It would help increase the motivation to
change to the engagement in meaningful and responsive professional learning.
Identifying Collaborative Solutions. Assessing readiness for change would be
incomplete without considering the multiple perspectives related to the organizational
change. A collaborative solution needs to be derived from integrating those varied
perspectives (Cawsey et al., 2016). Within the overarching goal of personalizing learning
for student success, an adaptive leadership approach will help elicit and then integrate
various perspectives of teachers. Identifying a common vision, goals, strategies, and
measures will unite the teachers in a collaborative solution, thus increasing the school’s
readiness for change. This would also help maintain the balance between the collective
needs of the school community and the needs of individuals.
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Conclusion
Building teacher capacity to consistently personalize learning for students is
complex. An analysis of the organizational context, as well as a review of literature,
helped frame this PoP. Three guiding questions emerge from this analysis: how to
provide responsive, personalized professional learning, how to optimize school-based
learning conditions, and what role school leadership can play in promoting teacher
professional learning. An examination of the theoretical frameworks and foundational
paradigms further contextualized this PoP and provided a basis for this OIP as well as
priorities for change, drivers of change, and organizational change readiness.
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Chapter 2: Planning and Development
Through an analysis of the problem of practice and the theoretical frameworks,
Chapter 1 forms the foundation for this OIP. Chapter 2 takes that foundation and expands
it into a change framework with proposed solutions. This chapter also explores the
components of leadership ethics and leading organizational change.
Leadership Approaches to Change
Distributed instructional leadership with an integrated adaptive approach will
propel this change towards building teacher capacity to personalize learning for students.
The complexity of this problem requires components of both leadership approaches to
promote and support the needed change to improve the professional learning
opportunities for teachers outlined in Chapter 1. In keeping with the goals and direction
of external stakeholders, this approach fits within the greater organizational context.
Structures and practices within SDX support a distributed instructional leadership
approach. The infusion of the adaptive approach helps support the complex nature of this
problem of practice and the organizational improvement plan created to address it.
When considering the role of the principal as an instructional leader, it is
important to clarify the historical and current meaning associated with instructional
leadership. The increased global emphasis on accountability has had an influence on
educational leadership approaches. The focus on student achievement and comparison or
ranking data, such as the international PISA results, has seen the return to a focus on
instructional leadership (Hallinger, 2005). However, the instructional leadership
approach of the past has transformed. Historically, instructional leadership referred
specifically to the practices of the principal (Hallinger, 2005). As instructional leaders,
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the principals would be “strong directive leaders” and “culture builders” (Hallinger, 2005,
p. 223) as well as goal-oriented and focused on academic outcomes. This model of
instructional leadership had three key dimensions: school mission, managing instructional
program and promoting a positive school culture (Hallinger, 2005). These dimensions
have not disappeared, but rather have evolved to reflect the growth in educational
understandings about both instruction and the school context. The perception that the
instructional leadership model is predominately top-down and directive is not reflective
of the current instructional leadership approach. With the increased complexities, it is no
longer believed that the principal can serve as an instructional leader without the support
and participation of others. Thus, a more shared or distributed model of instructional
leadership has been found to be more impactful (Hallinger, 2005). This
reconceptualization of the instructional leadership approach reflects a more collaborative
and inclusive approach to leadership while still keeping student learning at the core of its
purpose.
This is certainly true of the leadership approach of this OIP. In order for a
principal to have a meaningful impact on teacher practice, a directive approach would not
be responsive to individual teacher need. Professional learning opportunities need to be
embedded in teachers’ day-to-day practice (Campbell et al., 2017; Darling-Hammond et
al., 2017; Prince Edward Island Department of Education and Early Childhood
Development, 2013). There also needs to be opportunities for both formal and informal
professional learning (Kyndt et al., 2016). Meeting structures and content focus will
comprise the formalized professional learning aspects of the OIP, however, the informal
professional learning will be much more reliant on the distributed instructional leadership
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team. Their instructional leadership will be instrumental in creating a learning culture in
the school as they work alongside teachers providing those in the moment collaborative
and reflective opportunities.
In the instructional leadership approach, the concept of the principal framing and
communicating the school mission and goals has shifted to a more inclusive stance of
creating a shared sense of purpose that includes goals related to student learning
(Hallinger, 2005). The infusion of the adaptive approach helps with some of the heavy
lifting related to coming to a common understanding (Heifetz, Linsky, & Grashow, 2009)
of what it means to personalize learning for students and how to create a responsive
model of professional learning. Multiple perspectives will be needed (Heifetz et al.,
2009; Northouse, 2016) in order to come to a shared sense of purpose and to set
meaningful goals related to student learning. The reciprocal nature and the ongoing
communication loops inherent in the adaptive leadership approach (Northouse, 2016) will
help maintain cohesion and ensure everyone’s voice is included. This reciprocal approach
supports the shift in instructional leadership from a directive or one-way influence to a
more mutual influence process that promotes a two-way influence. It helps the
instructional leader be more responsive to the changing contextual needs of their school.
The dimensions of managing an instructional program and promoting a positive
school culture have also expanded to reflect more current trends in education. The culture
of continuous improvement inherent within instructional leadership is still reflected
within those dimensions; however, there is a shift in focus from what is being taught to
what the students are learning. Distributed instructional leadership with an adaptive
approach helps embed professional learning within the daily work of teachers to support
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examining the effectiveness of what is being taught and how it is being taught from the
perspective of the learning experience of the student. Learning leaders, who are part of
the leadership team, will be working alongside teachers on their teams. The distributed
nature of instructional leadership allows for greater opportunities for mentoring and
deeper critical collaboration around instructional practices and their impact. Together,
teachers and learning leaders are able to participate in an iterative cycle of collaborative
inquiry for continuous improvement that allows them to make frequent evidenceinformed adjustments (Boudett, City, & Murnane, 2005; Ontario Ministry of Education,
2007; Timperley, 2012) to their instructional practices. It also provides greater
opportunities to provide targeted support to individual teachers who may be struggling
more.
The context of the school is also recognized as having a significant impact on
instructional leadership. An instructional leader, even within a distributed format, needs
to have an understanding of how to address constraints or use resources and opportunities
in their school context for the betterment of student learning (Hallinger, 2005). Aligning
resources and keeping a laser focus on the shared purpose and goals is the responsibility
of instructional leaders. As previously noted, sometimes, this means eliminating or
warding off distractions. There are many worthwhile educational professional
development opportunities available for teachers. That does not mean they all fit with the
defined direction or goals of the school. The number of constraints inhibiting teacher
professional growth also needs to be mitigated. In the case of this OIP, as an instructional
leader, aligning resources and mitigating constraints could create opportunities or
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efficiencies. This could include creating structures or streamlining processes in order to
maximize one of the most prized commodities – TIME.
These increased opportunities for informal and formal critical collaboration can
also cause added stress and discomfort. I anticipate that changing pedagogical practice or
behaviour could be seen by some as threatening or something to avoid. The adaptive
approach helps support this process as the creation of procedures, protocols, and
communication loops help create a safe environment as teachers have to learn and unlearn
(Hargreaves, 2007; Northouse, 2016) instructional practices within the iterative
adjustment cycle. This can also cause conflict as productive norms are being established.
Complex situations are often riddled with opposing opinions which can lead to conflict.
The opportunity for a teacher to close their door and hide to avoid change is mitigated
through adaptive leadership practices that help teachers face the complexity of their work.
The adaptive approach is sensitive to distress and works to manage those conflicts
(Heifetz et al., 2009; Northouse, 2016). To reduce the anticipated teacher resistance,
supportive conditions like the formation of teaching teams and the distribution of
instructional leaders to provide additional support will be provided as well as regular
meeting times to discuss and address concerns.
Ultimately, providing teachers with the responsive professional learning they need
to effectively personalize learning for students is complex. The collective efforts of many
are needed to assess the situation and move forward (Fullan, 2015; Heck & Hallinger,
2005; Heifetz et al., 2009; Leithwood et al., 2004; Northouse, 2016; Timperley & AltonLee, 2008). The combined leadership approach of distributed instructional leadership
with the integration of the adaptive approach potentially allows for the complexity of
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being responsive to individual teachers’ professional learning needs while still
maintaining a focus on the student as a learner to be addressed.
This leadership approach is not without its limitations. This leadership approach’s
success is somewhat reliant on a cohesive team of skilled instructional leaders who have
the same laser focus on the goal and have the capacity to support others in the
improvement of their practice. An open, supportive approach will be needed while
maintaining a focus and intentionality on the work. This team also needs a balance of
curricular areas of expertise. Staff changes or turnover could have a negative impact on
the effectiveness of the team if these conditions are not met. Thus, there will need to be
succession planning to account for changes to the leadership team.
Framework for Leading the Change Process
The challenge to provide responsive, professional learning opportunities and
create a school environment that supports the required pedagogical growth to personalize
learning for students starts with the principal. In addressing this challenge, a key barrier
to change that needs to be addressed is the diverse professional learning needs of
teachers. As previously described, the current model does not meet the needs of all
teachers. The top-down overtones of the provided professional learning opportunities do
not adequately reflect the pedagogical growth needs of individual teachers. This topdown model, which would represent a centralized approach to change, doesn’t work
because there are too many variables within a school and it would be impossible to ensure
they are all changing (Fullan, 2009). Conversely, a bottom-up approach has not been
found to be effective either because there is a lack of direction or infrastructure to support
and sustain the change (Fullan, 2009). Thus, Fullan (1994, 2009) explains that neither a
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top-down nor bottom-up approach to change are effective. Instead, he argues a blend of
the two is required. An integrated theory of change (Goodson, 2001) combined with
distributed instructional leadership with an adaptive approach work to achieve that blend.
An integrated theory of change maintains a balance between external relations,
internal affairs, and personal perspectives (Goodson, 2001). External agents such as
ministries of education or school districts often mandate change. This is reflective of a
top-down direction. This could include provincial curriculum, standardized tests, and
guiding policy or legislation. The internal agent represents the school level of change. It
is reflective of the elements and structures within the school setting such as mission,
priorities, meeting schedules, timetables, budgets, etc. The internal change agent initiates
the change within the boundaries of the external influence. Depending on the
perspective, this could be considered both top-down and bottom-up as it represents the
middle ground between the external agents and the personal dimension. Finally, the
personal perspective refers to the individual beliefs, values and practices of teachers.
Their individual commitment to change is foundational to the execution and success of
the change (Goodson, 2001). The interlocking influences from these three dimensions are
needed to fully realize sustained change. The disconnect of one dimension inhibits this
change. Distributed instructional leadership with an adaptive approach works in harmony
with this change theory. It helps create a hybrid leadership approach (Gronn, 2009) with
a flatter structure within the hierarchal structure where multiple perspectives are sought
out and incorporated into the school’s processes, thus maintaining the influential balance
of the three dimensions of change.
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Additionally, the Adjustment Cycle Process (Boudett et al., 2005) is an integral
part of the change process within SDX. This change process consists of eight steps
within a prepare, inquire and act cycle. The eight steps include: organize for collaborative
work, build assessment literacy, create data overview, dig into student data, examine
instruction, develop action plan, plan to assess progress and act and assess (Boudett et al.,
2005). After the prepare phase, which includes organizing for collaborative work and
building assessment literacy, is established the adjustment cycle loops between inquire
and act, which includes the third step, create data overview to the eighth step, act and
assess (Boudett et al., 2005). The use of this adjustment cycle process is effective in
many ways. It promotes a culture of continuous improvement by looking closely at
student data. From that perspective, the Adjustment Cycle is a useful tool to measure
some outcomes of the desired change to teacher pedagogy. Although, the prepare, inquire
and act iterative cycle does help determine if student achievement is improving and helps
identify and plan adjustments for perceived gaps in student learning, it does not ensure
that teacher practices are improving to personalize learning for students. Student
achievement scores on tests and assignments can improve without students taking an
active role in designing their learning or being intellectually engaged. The personal
dimension of teachers needs greater focus as it is their pedagogical practice that will bring
about the desired change. Further to that, the prepare phase has some inherent
weaknesses in relation to the change of providing more responsive professional learning
opportunities for teachers which is required to build the capacity of teachers to better
personalize learning for students. The first step, organize for collaborative work, and the
second step, build assessment literacy, speak to the internal dimension of the change,
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which is related to school structures. What these two steps lack is attention to the
personal dimension of the teachers, which has been identified as a key element to this
change. They speak to what needs to be done, but not the how or the why of organizing
for collaborative work and building assessment literacy. A deeper look at the personal
dimension of the teacher as a change agent would help define a more dynamic view of the
nature of the change framework.
Goodson (2001) describes a change framework that connects directly to the three
dimensions of an integrated theory of change. It looks to balance the influences of the
external, internal and personal dimensions of the change on responsive, professional
learning opportunities. The proposed model includes four areas of focus: mission:
institutionalization, micro-politics: institutionalized practices, memory work:
communitize, and movement: generalized (Goodson, 2001). These four areas of focus
support the intertwined relationship between the external agents outside the school, the
internal affairs of the school and the personal perspectives of the teachers.
The first area of focus, mission: institutionalization, highlights the importance of
teachers internalizing and taking ownership for the change. It recognizes that the desired
change is defined by the external and internal agents of the ministry of education, school
district and school, but the success of the change hinges on the actions of the personal
dimension, the teachers (Goodson, 2001). Teachers need to believe in the change in order
to engage in professional learning in a meaningful way to improve pedagogical practices.
The infused adaptive approach to leadership provides a method to collect the varying
perspectives and unify them into a common vision for change (Heifetz et al., 2009;
Northouse, 2016).
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Since the change needs to be embedded in teacher practice, the second area,
micro-politics: institutionalized practices, focuses on internally negotiating this change
within the school (Goodson, 2001). The individual teacher’s context and professional
learning needs must be met within the environment of the school. This negotiation and
re-negotiation of teachers’ pedagogical needs have to be done at the school level.
Therefore, the change process needs to reflect both the context of the school and the
personal perspectives of the teachers. In order for there to be a significant change in
professional learning to personalize learning for students, the mission and structures of
the school need to mesh with the individual experiences and goals of teachers. Through
the distributed instructional leadership approach, there will be a greater number of
instructional leaders available to work alongside teachers. This will provide teachers with
more opportunities to engage in responsive professional learning with teacher leaders
who can support them in addressing arising challenges and frustrations in a personalized
and timely way.
The third area, memory work: communitize, confronts existing school practices
both internally and in the greater school community (Goodson, 2001). Although a
practice, process or structure may have been successful in the past, it does not mean it
will continue to be successful (Cawsey et al., 2016). Practices and structures of the past
need to be critically examined to determine if they are still relevant and appropriate. A
community awareness of the need for change needs to be developed (Goodson, 2001).
The community’s lack of understanding around the need for change can result in
resistance both internally and externally. Individual teachers that do not recognize the
need to change may cling to old practices and processes. The greater community’s lack
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of understanding may also cause resistance. For example, parents whose understanding
of instruction is deeply connected to how they were taught may question the innovative
practices of the teacher or new school structures. This resistance can increase stress and
workload as energy needs to be directed to navigating that resistance. Part of
instructional leadership is bringing everyone together for continuous improvement
(Grissom et al., n.d.; Hallinger, 2011). This includes external stakeholders. Open lines of
communication will promote understanding of how these innovative practices are
supporting the personalization of learning and achievement for students.
The fourth and final area of focus, movement: generalized, focuses on sustaining
the change (Goodson, 2001). Goodson (2001) highlights that sustained change needs to
continually find the balance between external, internal and personal dimensions of
change. The capacity to change is dependent on the reciprocal influences of all three.
Connections between the external top-down mandates and directions need to be internally
negotiated regularly. This ensures the inclusion of the personal beliefs, values and needs
of teachers to support their continued pedagogical growth to personalizing learning for
students.
There are some limitations and assumptions within this integrated theory of
change and process. There is an assumption that a cohesive relationship between the
three dimensions of change can be established. It also lacks a process for monitoring the
causal relationship between improving teacher practice and student outcomes.
Maintaining the previously described Adjustment Cycle Process (Boudett et al., 2005)
within this framework of change would provide a means to connect the changing teacher
practices that results from the change to responsive, professional learning and the
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achievement of students. However, as noted, The Adjustment Cycle Process (Boudett et
al., 2005) does not necessarily show whether or not teacher practices are improving the
personalization of learning for students.
Critical Organizational Analysis
As discussed previously, there has been an educational shift from a focus on what
is being taught by the teacher to what is being learned by the student. This shift has come
as a result of increased globalization of society. To support this shift, there has been a
focus within SDX to personalize learning for students in order to prepare students for the
fast-paced, changing, globalized society. Through personalization of learning, the goal is
for students to be more adaptive and resilient in their learning in order to be successful
and thrive.
In line with this shift, SDX has put many resources into providing professional
learning opportunities to support this shift, including the use of the Adjustment Cycle
(Boudett et al., 2005). Through system-wide alignment, there has been a targeted focus
on improving teacher practice to personalize learning for students. Despite this, there
continues to be a disconnect between educational theory and teacher practice. At the
school level, there needs to be a greater focus on the individual teacher and their beliefs,
professional knowledge, intended practice and actual practice. Unknowingly, teachers
can be engaging in practices that are not in alignment with their goals (Korthagen, 2017;
Timperley & Alton-Lee, 2008). The Congruence Model was considered as a framework
for this analysis, however, this model does not provide direction on a way to examine the
dynamic or complex nature of this problem. It is task and outcome driven. The nuances
of this change are deeper and more complex than that.

45
BUILDING CAPACITY TO PERSONALIZE LEARNING
An integrated theory of change highlights the importance of finding a balance
between the reciprocal influences of the external, internal and personal dimensions of
change (Goodson, 2001). As already noted for this OIP, the external influences represent
the larger context of education including the ministry of education and school district.
That dimension is not within the scope of this OIP to change, but rather provides the
overarching direction and boundaries of the work. Principals, however, do have agency
to make changes within the internal dimension, which represents the school. Those
changes would then influence the changes within the personal dimension of teachers and
their practice.
The use of Goodson’s (2001) change framework helps inform and examine how
these three dimensions within an integrated theory of change are interrelated. As briefly
described in the previous section, there are four areas of focus within the Goodson’s
change framework. These include mission: institutionalization, micro-politics:
institutionalized practices, memory work: communitize, and movement: generalized
(Goodson, 2001). These four areas help inform how the change will be enacted. Two of
the four areas of change also help inform what needs to change. The mission:
institutionalization area highlights the importance of teachers being directly involved and
engaged in the process of change. They need to believe in the purpose of the change in
order to participate in a meaningful way in the change process. The second area of focus,
micro-politics: institutionalized practices, looks to balance and connect the personal
dimension of the teachers and their practice with the internal affairs of the school.
An argument could be made that there is already a connection between these two
dimensions as teachers do have input into the structure and processes of the school and, to
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some extent, the content of the professional learning opportunities. This connection,
however, is not sufficient as there continues to be a disconnect between the discourse
related to the educational research and theory of effective teacher pedagogy and the dayto-day practice of teachers. As previously noted, this may be unintentional on the part of
the teacher (Korthagen, 2017; Timperley & Alton-Lee, 2008). A closer look at the
personal dimension of teachers and their practice combined with mission:
institutionalization and micro-politics: institutionalized practices is needed to identify the
organizational gaps and what needs to be changed.
Personal Dimension. For sustained change to occur, it requires that teachers are
personally invested in the change (Goodson, 2001). They need to have ownership of the
professional learning opportunities that are provided and those opportunities need to be
reflective of their personal missions (Goodson, 2001). This purpose fueled by their
passion will help move the change forward. The gap, however, is determining
specifically what this personal investment and ownership entails and how can it be
directed to improving professional practice to personalize learning for students. This
supports ensuring attention is paid to the personal dimensions of teachers. In order to
promote effective teacher professional learning, teachers need to have a more central role
in the change process. Their thinking, feeling and wanting (Korthagen, 2017) or emotion
and motivation (Timperley, 2012) need to be considered. Korthagen (2017) argues,
however, that teacher behaviour is not completely guided by thinking. He explains that in
the course of a classroom lesson, many things are happening simultaneously. The teacher
does not have time to think about each action. Instead, much of what happens in the
classroom and the actions of the teacher are not done consciously. Therefore, changing
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teacher thinking does not necessarily provide the solution to improved pedagogical
practice since much of teachers’ classroom actions are executed unconsciously
(Korthagen, 2017). This is supported by school-based observations that highlight the
disconnect between what teachers indicate are their thoughts and their actual practice.
Through professional dialogue, teachers are able to articulate the importance of
personalizing learning and steps they can take to personalize learning for students, but
observation of some teachers’ practice would indicate that this is not necessarily directly
translating into their day-to-day practice with students. This could be misinterpreted as
deceit when, in reality, it could be the subconscious level that is not changing.
Mission: institutionalization. This punctuates the importance of there being a
connection between beliefs and actions. The mission: institutionalization area of focus
reminds us that it is the beliefs, values, and actions of the teachers that will ultimately
bring about the change of personalizing learning for students. If teacher thinking and
behaviour are not congruent, then this indicates there is an organizational gap. If much of
their actions or behaviours are rooted in the subconscious, then this gap needs to be
addressed if the personalization of learning for students is to be realized in practice.
Creating alignment between what they are doing and what they are learning would initiate
bridging this gap between theory and practice. In Chapter 1, the described need to
consider professional learning from a holistic perspective (Day & Gu, 2007; WebsterWright, 2009) further exemplifies the need to address the personal dimension of
individual teachers and their practices. Teachers will be more effective if the various
levels of their practice are aligned. Day and Gu (2007) found that the interactions and
influences of factors such as a teacher’s professional identity, their workplace situation,
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professional ideals and policies and their personal experiences and life events all have an
impact on their professional learning and effectiveness. Similarly, Korthagen (2017)
identifies six levels of alignment that a teacher needs to be effective. These include their
mission, professional identity, beliefs, competencies, behaviour, and environment.
Basically, there needs to be alignment between what inspires teachers, how they define
their role, how they act in specific teaching situations, and their environment (Korthagen,
2017).
Micro politics: institutionalized practices. This identified gap in the alignment
between teachers’ thinking, feeling and wanting or their beliefs, values and actions, needs
processes that would support uncovering those differences in order to bring them into
alignment. This points to a gap between the personal and internal dimensions and in the
second area of focus, micro-politics: institutionalized practices. The structures of
professional learning need to promote this alignment within a teacher’s practice.
Korthagen (2017) argues that professionals learn from a conscious and systematic
reflection of their practice and experience. This reflection-based approach requires a
greater focus on individual teachers and their learning processes. Good professional
learning, therefore, works to align the all-encompassing view of what it means to be a
good teacher (Day & Gu, 2007; Frankling, Jarvis, & Bell, 2017; Korthagen, 2017;
Webster-Wright, 2009). The research demonstrates that not only do professional learning
opportunities need to help make connections between the theory and the practice, but also
to the beliefs and values of the individual teacher.
Internal Dimension. Further to that, the literature findings in Chapter 1 outlined
some issues with the current professional learning that is offered. Some of the findings
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highlight the need for teacher professional learning to be accessible, responsive, and
embedded in their practice. The content needs to be relevant and there needs to be time to
be reflective (Admiraal et al., 2015). The change area of focus, micro-politics:
institutionalized practices, looks to balance the pedagogical learning needs of the teachers
with the goals and direction of the school. The current model does not take the individual
teacher’s context into account enough. If the overarching goal is the personalization of
learning for students, then the negotiation becomes how to provide professional learning
opportunities for teachers within the structure and environment of the school to enable
them to meet that goal as the current model is not meeting the pedagogical growth needs
of all teachers.
Professional learning content. Teachers require extensive learning opportunities
in order to personalize learning for students. Those professional learning opportunities
need to not only meet the individual needs of teachers (Day & Gu, 2007; Frankling et al.,
2017; Webster-Wright, 2009), but also improve their understanding of personalized
learning (Järvelä, 2006). To do this, a common understanding of what it means to
personalize learning needs to be established. First personalized learning needs to be
distinguished from differentiation and individualization. The main difference is that
personalization is learner centered and engages students as active participants in the
design of their learning (Bray & Mcclaskey, n.d.). Next, the distinguishing qualities of
personalizing learning for students need to be explored. Jarvela (2006) identified critical
dimensions of personalizing learning that teachers need to understand and incorporate
into their practice. These include ensuring students develop key skills and a sound
knowledge base, improving student learning skills and motivation, engaging students in
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collaborative knowledge building, employing new methods of assessment, and using
technology and complex instructional designs. Miliband (2006) speaks to the importance
of teachers knowing students as individual learners and being able to apply that
knowledge to actively engage students in learning that not only meets their unique
learning needs, but also helps students find personal relevance within the curriculum.
These components of personalizing learning for students present another gap in the
professional learning opportunities offered at the school level. This research specific to
the knowledge and pedagogical practices that support personalizing learning should guide
some of the content of the professional learning opportunities. The content focus also
needs to reflect the requirements of SDX and MEX. A content focus that is aligned with
relevant curricula and policies have been found to be components of high quality
professional learning (Darling-Hammond et al., 2017). The degree to which any one
component, such as personalization of learning or curriculum is an area of focus for
professional learning will be dependent on the learning needs of the teachers.
Learning culture. Content, however, is not the only gap highlighted by an
analysis of the internal dimension and the micro-political: institutionalized practices area
of focus. Some school structures and processes that support the professional learning of
teachers are in place such as regular meeting times for professional learning, a timetable
that supports greater collaboration and informal professional learning opportunities.
There is a gap, however, within the learning culture of the school. Developing a learning
culture within the school that is open and supportive as well as focused on innovation and
improvement is required (Admiraal et al., 2015; Darling-Hammond et al., 2017; Johnston
& Hayes, 2007). The micro-political: institutionalized practices looks for the relational

51
BUILDING CAPACITY TO PERSONALIZE LEARNING
interactions between the teachers and the learning culture. Currently, a culture of nice
exists. A culture of nice, should be distinguished from a culture of support. Behaving
nicely towards your colleagues is important, but not in the absence of critical feedback
and reflection. A shift needs to be made towards this professional culture of
improvement. Pedagogical growth is enhanced when teachers challenge each other to try
new things and participate in critical reflection (Admiraal et al., 2015; Johnston & Hayes,
2007).
This learning culture needs to be reflective of both the individual teacher’s needs
and the goals of the school. Bringing the school’s goals connected to research theory and
teacher practice into alignment would support this reciprocal relationship between the
teacher and the school (King, 2011; Opfer & Pedder, 2011). Establishing common times,
expectations, and protocols were identified in Chapter 1 as a way to promote this learning
culture. Teachers require time for reflection about how professional knowledge translates
into their teaching practice (Admiraal et al., 2015; Korthagen, 2017; Liu et al., 2016).
Common expectations and protocols increase the effectiveness of that time. Enhancing
communication by guiding discussions helps create safe, collaborative environments to
promote reflection and inquiry into the impact of teaching practices (Elmore, 2008;
Johnston & Hayes, 2007; Korthagen, 2017). Korthagen (2017) also suggests shifting
perspective from theory to teacher concern and experiences to bridge the gap between
theory and practice. Since much of teacher behaviour is unconsciously guided rather than
guided by thinking, protocols can help uncover some of this disconnect and support a
movement towards greater alignment between pedagogical theory and teacher practice.
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In conclusion, although there are some structures and processes in place to support
teacher professional learning, gaps within the personal and internal dimensions of change
have been identified. The examination of the mission: institutionalized practices area of
focus found a gap in alignment between teachers’ thinking and their actions. In order for
change to occur, teachers need to have a way to uncover these disconnects so that they
can bring them into alignment. A closer look at the micro-politics: institutionalized
practices showed a need to ensure there are structures and processes in place that support
teachers in aligning their beliefs and practices. It also found that these structures and
processes need to be connected to meaningful content for there to be highly effective
professional learning (Darling-Hammond et al., 2017). In addressing the problem of
practice, these gaps are considered to ensure an appropriate solution is developed.
Possible Solutions to Address the Problem of Practice
In Chapter 1, solution criteria were outlined for professional learning that would
support teachers in personalizing learning for students. These criteria included being
responsive to individual teacher needs while still taking into account the context of the
school (Webster-Wright, 2009); promoting the exchange of skills, knowledge and
experiences in order to deepen individual teacher pedagogical and curricular knowledge
(Campbell et al., 2017; Liu et al., 2016); creating a space for an open trusting culture of
meaningful collaboration (Admiraal et al., 2015; Campbell et al., 2017; Liu et al., 2016;
V. Robinson & Timperley, 2007; Scoggins & Sharp, 2017); and allowing for professional
learning to exist on flexible continuums between directive and non-directive, individual
and group as well as personal and collective goals (Admiraal et al., 2015; Campbell et al.,
2017; Stark et al., 2017).
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As indicated, the school is organized into grade teams consisting of 5-6 teachers
per team led by a learning leader. These learning leaders are part of the leadership team
and the distributed instructional leadership approach. Every attempt is made to provide
those grade teams with one daily period of common preparation time. Unfortunately,
occasionally there are unavoidable constraints that do not allow all teams to have a
common period of preparation. In those circumstances, teachers are paired or grouped
within the team to have common preparation time to allow some collaboration. Friday
afternoons are designated as non-instructional time to allow for professional learning and
collaboration. There are also other full day non-instructional days that have been
designated for professional development (PD). For the most part, the organization of the
Friday afternoons and PD days are the responsibility of the principal.
Considering the outlined criteria and the current context of the school combined
with the gaps identified in the previous section, three solutions are proposed. The
solutions are all models implemented by the principal and supported by the distributed
instructional leadership team to engage teachers in professional learning to improve their
ability to personalize learning for students. They all fit within the current structure of the
school setting. One solution does not require more time or money than the other. Each of
the proposed solutions is evaluated for their strengths and weaknesses. The third solution,
a hybrid model of a professional learning plan, is proposed for implementation within the
school for this OIP.
Solution 1: Core Reflection Process. This solution proposes engaging teachers
in self-reflection to help them reframe their beliefs and practice in order to bring them
into alignment (Korthagen & Nuijten, 2019). This would form the basis of the
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professional learning opportunities. The distributed instructional leadership team would
support the use of this protocol to engage teachers in improving their practices. Since a
strong intention to change does not always equal a change in behaviour, teachers need to
have an understanding of their implicit beliefs as these can positively or negatively affect
their attempts at change (Hoekstra, 2007). Deep learning and professional growth
requires a focus on deeper underlying meanings (Korthagen, 2004, 2017; Korthagen &
Nuijten, 2019).
Korthagen (2004) outlines seven levels of reflection on the deeper underlying
meanings connected to one’s practice. These seven levels of reflection, also known as the
onion model, include environment, behaviour, competencies, beliefs, identity, mission,
and core qualities (Korthagen, 2004). Basically, these levels work their way down from
the exterior environment to inner core qualities.

Figure 1. Adaptation of the Onion Model (Korthagen, 2004; Korthagen & Nuijten, 2019)
As shown on Figure 1, the questions associated with the six levels coming from
the core help explain the essence of these levels. The inner most layer is described as the
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core qualities. These represent a person’s personal qualities, virtues or character strengths
such as care, courage, commitment, flexibility, trust, etc. Lack of alignment within one or
more levels can cause the disconnect between a teacher’s belief and actions.
Core reflection (Korthagen & Nuijten, 2019) has its roots in the seven possible
levels of reflection (Korthagen, 2004). The premise of core reflection is that alignment of
the seven levels results in harmony, thus enabling a person to use their core qualities to
reach their inner potential (Korthagen & Nuijten, 2019). Therefore, deep learning comes
from understanding not just the problem or outer situation, but also the inner levels
including personal obstacles and potential. In their reflective process, Korthagen and
Nuijten (2019) focused on three principals of core reflection. The first looks at
combining thinking, feeling and wanting. In essence, this looks at the emotional and
motivational aspects of learning to influence behaviour (Korthagen & Nuijten, 2019).
The second principle focuses on qualities and ideals. Feedback moves away from a
problem-based to a strength-based approach to learning. Instead of concentrating on the
problem, there is an emphasis on what went well or the successes. The feedback also
focuses on naming the demonstrated core qualities such as courage, clarity, precision,
flexibility, creativity, etc. that helped in the situation. The third principle gives attention
to the inner obstacles. This principle looks for what is preventing the person from using
their core qualities to maximize their potential.
The core reflection process (Korthagen & Nuijten, 2019) shown in Figure 2 is a
five-step model that relies on the layers of the onion or levels of reflection (Korthagen,
2004) as they play a role in the process (Korthagen & Nuijten, 2019). At the heart of the
model is the goal of aligning thinking, feeling and wanting. The first step, describing a
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concrete situation, looks at describing the problem or situation. The second step,
reflection on ideals and core qualities, focuses on reflection of the inner levels of the
onion or the layers that can’t be seen or observed. The third step, reflection on obstacles,
looks at self-imposed obstacles or ways an individual is limiting themselves. The fourth
step, using the core potential, examines how an individual can use their strengths or core
qualities to overcome or minimize the personal obstacles. Finally, the fifth step, try a new
approach, is the action of doing something differently. The five steps of this model
support a reflective process that will help to align a teacher’s belief and practice.

Figure 2. Adaptation of five-step model of core reflection (Korthagen & Nuijten, 2019)
Core reflection process strengths. This model is responsive to the individual
teacher’s professional learning processes and needs. The greatest strength of this model is
the focus on finding ways to make a connection between teacher thinking, feeling and
wanting. It helps individual teachers recognize their potential and identify what is
holding them back (Korthagen & Nuijten, 2019). Its strength-based approach supports
creating an open, trusting, and meaningful collaborative space. It is active and job
embedded as well as non-directive and individual in nature. It has been shown to
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improve pedagogical practices of teachers (Korthagen & Nuijten, 2019). As it
specifically addresses a teacher’s concern, there is also potential for greater intrinsic
motivation (Hoekstra, 2007). It would also fit within the current structure of the school.
Specific times such as a Friday afternoon could be designated for this reflection.
Core reflection process weaknesses. This model does not necessarily take the
school context or goal of improving the personalization of learning for students into
consideration. It is completely driven by the teacher’s environment and concern. Since it
is teacher driven, it may or may not promote the exchange of knowledge, skills, and
experiences to deepen curricular or pedagogical knowledge. Therefore, this model could
improve teacher professional growth without improving their ability to personalize
learning for students.
Solution 2: Three-Pronged Skill Development. This solution represents a threepronged approach to teacher professional growth towards personalizing learning for
students. As previously noted, teachers require specific skills in order to personalize
learning for students. These include a deep understanding of the curriculum they teach
(Järvelä, 2006), an array of teaching and learning strategies as well as assessment
techniques (Järvelä, 2006), and an understanding of the strengths, needs and interests of
the students in their classes (Miliband, 2006). This model proposes organizing teachers
into three different collaborative groups. Each of these groupings would have a different
focus. The first would be curricular in nature and would serve to deepen teacher
curricular knowledge and calibrate assessment practices across grades. This grouping
would be labelled Curriculum and would be cross-grade and curriculum specific. The
second would focus on pedagogical practices, including teaching and learning strategies,
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as well as the accompanied assessment practices. This second grouping would also look
for strategies to get to know the strengths, needs, and interests of their students. This
grouping would be labelled Team and would consist of cross-curricular grade teams. The
effectiveness of the Curriculum and Team groupings would be reliant on distributed
instructional leadership as those groupings would be led by a designated learning leader.
The third group would relate to the goals of the school, but would be areas of focus
chosen by the teachers within those guidelines. This grouping would specifically address
the interests and concerns of the individual teachers related to the goals of the school.
This grouping would be labelled Communities of Practice (CoP). All three groupings
represent communities of professional learning but have been labelled to provide
distinction and clarity. The Communities of Practice groupings would not have a
formally designated leader but would include teachers with a similar area of interest.
A rotating Friday schedule for the three areas of focus would be created to ensure
there is common non-instructional time allocated for each area of focus. Grade teams
could also use their common preps for collaborative task design and assessment
development as well as exploring how best to learn about their students to personalize
their learning.

Figure 3. Three-pronged skill development approach
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Three-pronged skill development strengths. This model specifically addresses
promoting the exchange of knowledge, skills and experiences related to curricular and
pedagogical knowledge to personalize learning for students. Since its focus is improving
skills to personalize learning for students, it fits within the context of the school’s goals
and vision. It also has elements that are flexible and responsive to teacher’s individual
areas of interest and fits within the current school structure.
Three-pronged skill development weaknesses. Although this model supports the
skill development of teachers, it still does not address the disconnect between teacher
beliefs and practice. If much of their practice is unconscious, as is suggested by
Korthagen (2017), then improving their pedagogical thinking and reasoning will not
necessarily result in a change in practice to personalize learning for students.
Solution 3: Proposed Multifaceted Approach. The proposed multifaceted
approach is a hybrid of the previous two solutions. It pulls from the strengths and tries to
mitigate some of the weaknesses. Distributed instructional leadership with an integrated
adaptive approach will be instrumental in supporting this model. The distribution of
instructional leaders with varying areas of expertise will be positioned to support teachers
within this embedded professional learning model. The integration of the adaptive
approach will further support managing various perspectives to achieve a common goal of
providing professional learning to build capacity in teachers to achieve the overarching
goal of personalizing learning for students. This approach would take full advantage of
the common preparation time, Friday afternoons and full PD days. Like the threepronged approach, there would be a rotating Friday schedule of meetings for Curriculum,
Team and Communities of Practice. As with all solutions, the Teams’ common
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preparation time would help facilitate the opportunity for formal and informal
collaboration and learning. Full day PD days would provide the opportunity for in-house
or external experts to work with small or large groups of teachers related to expressed
areas of need. In conjunction with these meetings, teachers will participate in a hybrid
protocol that reflects elements of core reflection.
This hybrid approach combines the essence of the core reflection process
(Korthagen & Nuijten, 2019) with the Adjustment Cycle (Boudett et al., 2005), which is
promoted and used within SDX. Together they guide both self-reflection and the teaching
and learning practices needed for pedagogical change. The groupings related to
curriculum, pedagogy or choice will determine the lens or focus of the reflective iterative
process. The five steps of core reflection (Korthagen & Nuijten, 2019) have been
incorporated into the inquire and act phases of the Adjustment Cycle (Boudett et al.,
2005) (see Table 1).
This reflection process would be incorporated into the three-pronged skill
development model (see Figure 4). It would support the core reflection needed to
encourage the alignment of teachers’ beliefs and practices within the context of the school
and district’s goal to improve the personalization of learning for students. This combined
model helps promote the balance between the personal, internal and external dimensions
of change previously described.
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Table 1
Combining the Adapted Adjustment Cycle with Adapted Core Reflection (Boudett et al.,
2005; Korthagen & Nuijten, 2019)
Adjustment
Phases
Prepare

Adjustment Step

Description

Organize for Collaborative Work

•
•
•
•

Create timetable and teaching teams
Define roles and responsibilities
Implement Professional Learning Plan
Establish Protocols and Norms

Build Assessment Literacy

•

Identify a common vision of
personalizing learning for students
Determine outcomes, targets, and
appropriate evidence

•

Inquire

Identify a Challenge

•

Identifying a current priority or gap
Describe a concrete challenge, problem
or situation related to that priority

Examine Student Evidence

•
•

Looking at the student evidence
Determine what is known about student
learning.

Examine Teacher’s Context

•

Examine the teacher’s instructional
practice.
Teacher self-reflection: What am I doing?
How do my actions reflect my beliefs and
values?
Teacher self-reflection (peer input): What
core qualities or strengths did I
demonstrate?
Teacher self-reflection: What personal
obstacles are limiting my success?

•
•
•

Act

Develop Action Plan

•
•

Review of possible next steps before
choosing a plan of action or new
approach
Use identified core strengths to overcome
obstacles

Plan to Assess Progress

•

Define a goal or target and a method of
measuring progress

Act and Assess

•

Trying the new approach and collecting
evidence of progress
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Figure 4. Representation of the Multifaceted Approach with the Adaptation of the
Combined Adjustment Cycle (Boudett et al., 2005) and Core Reflection (Korthagen &
Nuijten, 2019)
Multifaceted Approach strengths. The hybrid multifaceted approach pulls from
the strengths of the previously described solutions. The first solution of teacher core
reflections puts teachers at the center of the process. This was a key gap and area of need
that has been identified. The three-pronged approach addresses the curricular and
pedagogical needs of teachers to personalize learning for students. This hybrid approach
also complements the structure and professional learning opportunities offered by SDX.
It looks to strike a balance between the personal dimension of the teacher through the
systemic and intentional reflective process that will help align the teacher’s beliefs and
practice while still attending to the goals and processes of the internal dimension of the
school and external dimension of the school district and ministry of education.
Multifaceted Approach weaknesses. The hybrid model does not expressly
address the creation of a learning culture. There are elements in place such as the
distributed instructional leadership with an adaptive approach and the organization of
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grade teams with common preparation time as well as designated collaborative learning
times and protocols that will help promote a professional learning culture, but this is not
one of the explicit elements of the design.
This proposed solution speaks to a responsive, professional learning model that
not only meets the individual needs of teachers, but also attends to the goals of the school
and greater educational environment. The influences of the three change dimensions do
present some ethical challenges that need to be considered.
Leadership Ethics and Organizational Change
In Chapter 1, it was noted that the increased complexities created by globalization
and the influences of economic, social, technological and cultural phenomena have added
to the societal pressure to educate for diversity, manage accountability systems and
improve community relations (Oplatka, 2009). In light of this, this section will delve
deeper into the leadership ethics related to the organizational change to personalize
learning for students.
Education has always had a moral purpose (Bown, Bessestte, & Chan, 2006;
Stefkovich & Begley, 2007). However, globalization has increased the complexity of the
ethical dilemmas faced by educational leaders. In an effort to manage these varied
influences and diversities of perspective, principals regularly are presented with
numerous ethical dilemmas and moral decisions (Bown et al., 2006). In these situations,
a filter often used by principals to discern the correct line of action is to consider what is
in the best interests of the students (Stefkovich & Begley, 2007). This is not as
straightforward as it seems. Take, for example, the seemingly dichotomous relationship
between high levels of accountability for students to achieve on standardized tests and
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personalizing learning for students to account for their strengths, needs, interests and
passions. How does a principal support teachers to achieve both standardized and
personalized objectives? Ideally, teachers would be able to engage students in the
curricular material in such a way as to personalize it for them so that they are able to
achieve. However, what about situations that seem to be in direct conflict, such as a
student who has severe test anxiety? This results in an ethical dilemma. If the student is
not required to take tests, they may never learn the skill which could impact future
opportunities. If they are required to take tests, the mental health of the student could be
severely negatively impacted as well as their ability to best demonstrate their knowledge.
In this case, there is a lack of clarity around what would be considered in the best interest
of the student. Principals must work within the context of their organization and the
specific situation to decide (Stefkovich & Begley, 2007). This situation can also be very
stressful for the teacher who is trying to do the right thing. This demonstrates another
reason why reflections for meaning to understand student learning versus student
achievement is important to include within the change to teacher professional learning.
To understand student learning points to understanding the relationship between the
teacher’s practice and the student’s learning (Korthagen, 2017). This will help inform the
ethical approach of the principal and teacher (Stefkovich & Begley, 2007).
This OIP is focused on a high integration of the personal dimension of change.
This could possibly lead to numerous conflicting perspectives among staff regarding the
appropriate course of action. Honouring individual views and priorities while
maintaining a cohesive environment focused on a single goal has the potential to present
many ethical dilemmas. As such, it is important for leaders to have processes for
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understanding and respecting the perspectives of others (Bown et al., 2006) in order to
lead in an ethical manner. Both the change and leadership theory support an ethical
process of change. An integrated theory of change looks to balance the needs and
influences of the three dimensions of change by examining the reciprocal relationship
between the personal, internal and external dimensions (Goodson, 2001). It recognizes
the context of the student needs, school structure and societal expectations that surround
teacher practice. Distributed instructional leadership with an adaptive approach helps
facilitate this balancing process. It creates a more horizontal leadership approach by
sharing leadership and actively seeking the views of all stakeholders while still being
mindful of the hierarchal structure of accountability (ATA & CAP, 2014). This helps
facilitate gaining perspective and learning to respect the viewpoints of others. Through
this process of shared responsibility, individuals learn care and concern for their
differences (Bown et al., 2006).
Principals have great influence on the creation of teacher teams and distributing
leadership. They promote ethical decision making in these teams by modeling ethical
actions in their own behaviour. Individuals generally learn norms and appropriate
behaviour in two ways: their own experiences and observing others (Bedi, Alpaslan, &
Green, 2016). As the educational leader of the school, principals become credible role
models when they demonstrate integrity and set high ethical standards for themselves and
others (Bedi et al., 2016; Lawton & Páez, 2015; Walumbwa, Morrison, & Christensen,
2012). According to Bedi, Alpaslan and Green’s (2016) reasoning, teachers are more
likely to reciprocate care, concern, trust and fairness if they perceive that their principal
behaves that way. Ultimately, this perception comes from a sense that the principal is
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authentic and behaves with integrity. These ideals must also be part of the change
process. In a distributed leadership model, ensuring the other members of the team are
also modelling ethical behaviours is important. Check-ins and monitoring the leadership
team’s behaviours will be a necessary part of this change process.
To create that culture of learning that supports ethical decision making, critical
reflection, collaboration and innovation, as principal, I must model and support these
behaviours (Bedi et al., 2016; Walumbwa et al., 2012). Integrity comes from a coherence
of daily behaviours (Lawton & Páez, 2015). In the Leadership Position and Lens
Statement section, I acknowledge that my beliefs and values will impact my leadership.
Authenticity is a result of knowing yourself and acting according to one’s beliefs and
values (Lawton & Páez, 2015). Educational leaders need to be open and transparent
about their beliefs and values and hold themselves to a high ethical standard (Bedi et al.,
2016; Lawton & Páez, 2015). Walumbwa, Morrison and Christensen (2012) had similar
findings. They found that groups perform more effectively when they view high levels of
ethical behaviour from their leader (Walumbwa et al., 2012). They found it was
important that leaders demonstrate high ethical standards, model ethical behaviour, and
recognize the ethical behaviour of others (Walumbwa et al., 2012).
Leading organizational change in an ethical manner requires the leader to know
their own ethical predispositions while still being sensitive to the values of others. In the
distributed instructional leadership model, it will be important to be mindful of the
behaviours of the leadership team and the varied perspectives that may exist. When
presented with ethical dilemmas, it may make it more challenging for everyone to agree
on the appropriate course of action. This again highlights the importance of reflection for
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meaning. The adaptive approach will help ensure that multiple perspectives are heard,
honoured, and conflict is mediated (Heifetz et al., 2009; Northouse, 2016). The
integrated theory of change (Goodson, 2001) also supports considering multiple
perspectives. Attention will need to be paid to the varying personal dimensions in order to
find balance between meeting the professional learning needs of individual teachers while
still maintaining a focus on the common goal of personalizing learning for students. It
will take self-reflection, open-mindedness and understanding (Stefkovich & Begley,
2007) to ensure ethical decisions are made in relation to the overall direction and the
intermediate actions taken within the Adjustment Cycle (Boudett et al., 2005).
Conclusion
Chapter 2 explores how Goodson’s (2001) change framework supports an
integrated theory of change to balance the external, internal, and personal dimensions of
change. Three possible solutions are also explored and evaluated. The third and
proposed solution offers a hybrid model of the first two solutions. The Multifaceted
Approach helps provide a balance between the three dimensions of change. It meets the
individual professional learning needs of teachers and supports the educational goals and
direction of the MEX and SDX.
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Chapter 3: Implementation, Evaluation and Communication
As Chapter 2 focuses on planning, development and possible solutions, the third
and final chapter of this OIP focuses on the implementation, evaluation, communication,
next steps and future considerations of the proposed change.
Change Implementation Plan
Personalizing learning for students is the primary goal and objective of this
organizational improvement plan. To achieve the personalization of learning, it has been
established in the previous chapters that steps need to be taken in order to build teacher
capacity to achieve that goal. The distribution of instructional leadership with an adaptive
approach will be instrumental in taking those next steps.
Priorities. As previously explained, teachers struggle to achieve the
personalization of learning for students due to a myriad of challenges including student
complexity, structural constraints and their ability to navigate these challenges. The key
strategy of this change plan is to provide responsive research-based and evidenceinformed professional learning opportunities so that teachers can more effectively and
passionately personalize student learning. As identified in earlier chapters, there are three
main priorities for change. The first is to collectively come to an understanding of
personalizing learning for students and establish common goals and targets. The second
involves implementing a responsive professional learning and development plan. The
content areas to be incorporated into the professional learning plan include deepening
individual teacher curricular knowledge, strengthening pedagogical practices and
increasing individual teachers’ abilities to identify the passions, strengths and learning
needs of each student in order to personalize their learning. The previous chapters also
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outlined that the implemented protocols need to encourage innovation, critical feedback
and reflective practices. The third priority looks to optimize school structures and
conditions to promote professional growth and learning. Hence this change
implementation plan will look to address these three priorities.
Stakeholders. This OIP was designed from a distributed instructional leadership
stance with an adaptive approach. As such, this plan is reliant on distributed instructional
leadership to promote a culture of continuous learning and improvement. A strong team
of instructional leaders, including the principal, assistant principal and learning leaders
within the school, will help support the work of others. The inclusion of the adaptive
approach is designed to elicit multiple perspectives and look for ways to continuously
incorporate those perspectives into the plan and its ongoing adjustment cycle. Change,
being multidimensional, requires the thoughtful involvement of stakeholders. An
integrated theory of change looks to balance the influences from the external, internal and
personal dimensions of change (Goodson, 2001) which is representative of different
stakeholders. As students and their learning are at the core of this change plan, they are
key stakeholders but not in regards to actioning the implementation of the plan. Their
role is crucial in providing the data necessary to monitor and gauge progress. Other
stakeholders to be considered include the school district, the provincial governing body,
the teachers’ association, and parents as they provide the support and boundaries for the
work. The change plan’s success, however, revolves around providing responsive
professional learning opportunities for teachers and the distribution of instructional
leaders to support that work. This makes teachers and the leadership team, including the
learning leaders, the key participatory stakeholders in the implementation of this plan.
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Within this integrated change framework (Goodson, 2001), they represent both the
internal and personal dimensions of change.
The internal change dimensions with the inclusion of distributed instructional
leadership by the learning leaders will support being flexible and responsive to teacher
professional learning needs as they will be working with and alongside teachers. It will
also help ensure school-based learning conditions such as organizational structures,
professional learning opportunities, time, and budget are optimized. Learning leaders will
be strategically placed to collect and provide critical feedback regarding the effectiveness
of these structures and conditions in supporting teacher growth to be successful in the
classroom to personalize learning. The personal change dimension, which is key to
successful implementation, will pay specific attention to the individual missions, beliefs
and practices of teachers that are foundational to their commitment and execution of the
change. Korthagen (2017) reminds us that much of a teacher’s instructional practice is
done unconsciously, so attention needs to be paid to the correlation between the teacher’s
inner core of values and beliefs and their day-to-day practice in the classroom. Goodson
(2001) also highlights that real change happens when people’s personal missions,
perspectives and practices change. “Hence it is important and appropriate to give
personal change a prime place in the analysis of change.” (Goodson, 2001, p. 57). This
reinforces the importance of giving attention to teachers’ reactions as they represent the
personal dimension of change.
In light of placing an importance on the personal dimension, a foreseeable
reaction from teachers that will require attention will be the stress created by the change
process. As teachers work to increase the personalization of learning for students, they
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will experience a myriad of stressors. Uncertainty and increased workload will be the
predominant stressors until the personalization of learning for students becomes fully
embedded in teacher practice (O. Robinson & Griffiths, 2005). It takes time and energy
to change teaching and learning practices. Trying new approaches and being innovative
can evoke feelings of uncertainty. For some, there may be some perceived loss (O.
Robinson & Griffiths, 2005) as routine and comfortable teacher practices are replaced
with new, unfamiliar teaching practices. Interpersonal conflict may also be a source of
stress (O. Robinson & Griffiths, 2005) as teams work together to innovate and
personalize. Experimenting with new teaching and learning practices will come with
some disagreements, frustrations and failures. Stress relievers will be purposefully built
into the implementation plan to ease some of the stress. For example, providing more
time for tasks related to the change and reducing other demands, will help manage the
workload. Building in time and channels for social support (O. Robinson & Griffiths,
2005) such as assigning everyone to a team and ensuring there are informal as well as
formal lines of communication related to the change will also help alleviate some of the
stress. Being mindful of the effects of the change on people’s mental and physical states
and working to reduce them will help mitigate issues resulting from stressors.
Plan for Change. The proposed professional learning plan introduced in Chapter
2 would be supported both in ease of implementation and focus by the SDX. Many
foundational structures exist that support the implementation of this plan. There is
already an expectation within SDX that early dismissal Fridays are used for professional
learning. In addition to that, there are some established protocols and processes such as
the use of the Adjustment Cycle (Boudett et al., 2005) and the Teaching Effectiveness
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Framework (Friesen, 2009) that provide some of the foundation for this change plan. The
purpose of this OIP is to optimize those structures and protocols that are already in place.
The first priority, coming to a common understanding of personalization of
learning, is a key foundational component of the change process. This helps establish the
why or motivation for the change. The collaborative process of coming to a common
understanding will start in the spring with the school’s leadership team. This work will
continue in the fall with the inclusion of the rest of the staff. Once established, this
common understanding will be reinforced throughout the year through staff and team
meetings. The success of all other parts of the change process is reliant on the
establishment of this common vision for change.
The second identified priority is to implement a responsive professional learning
plan that will support teachers in achieving the common vision and goal of personalizing
learning for students. As previously described, both the structure and content of those
professional learning opportunities are important. Chapter 2 highlights specific content
areas related to personalizing learning for students. Ultimately, the professional learning
opportunities need to build the capacity of teachers to gain a deeper understanding of their
students as individual learners, the curriculum they teach and their teaching and learning
practices (Järvelä, 2006; Miliband, 2006). Research shows that in order to ensure
teachers’ beliefs and values are aligned with their practice, teachers need to engage in
regular and systematic self-reflection (Korthagen, 2017). The professional learning plan,
Multifaceted Approach, proposed in Chapter 2, addresses those areas while also
incorporating the Adjustment Cycle (Boudett et al., 2005) that is widely used by SDX.
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The Multifaceted Approach will be introduced to the leadership team in the spring
in conjunction with next year planning as their understanding will be crucial to the
implementation of the plan. This will provide time to process and internalize the change.
This plan will then be introduced including an explanation of purpose and processes at the
first staff meetings in the fall after the common understanding of personalizing learning
has been established. The purpose of the Multifaceted Approach as a means for teachers
to critically examine and reflect on their pedagogical practices while also deepening their
curricular and teaching learning practices and developing strategies to gain greater insight
into the students they teach, will be explained to both the leadership team in the spring
and teachers in the fall. Since changing practice and trying new things can be
threatening, teachers may seek to avoid those feelings by trying to retreat into their own
classroom in hopes that this too shall pass. The inclusion of the adaptive approach to
leadership will help mitigate this by regulating distress, encouraging risk-taking and being
mindful when other priorities need to be the focus (Heifetz et al., 2009). Conflict may
also result from the multiple perspectives on how to be innovative. The creation of
supportive collaborative teams and protocols are intentional implementation measures to
support teachers through insecurities and conflict. The distribution of instructional
leaders will allow teachers to be directly supported by learning leaders who will be
working in close proximity with their teams. The infusion of the adaptive approach will
support managing the multiple perspectives (Heifetz et al., 2009) that will be inherent in a
more responsive approach to professional learning.
The third priority looks to optimize school conditions to promote professional
learning and growth. This optimization includes the leadership approach as well as
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school structures that will support this change. As previously stated, distributed
instructional leadership with an adaptive approach will promote this change process.
Including the adaptive approach within the distributed instructional leadership model
welcomes and helps support navigating the multiple perspectives required to support a
responsive change process. This diversity is key to finding adaptive solutions (Heifetz et
al., 2009). It gives space for responsive adjustments along the journey to change. The
distribution of instructional leaders combined with complementary school structures also
support teachers through the change process. Through intentional timetabling and teacher
assignment, teachers will be organized into smaller collaborative teaching teams lead by
learning leaders. An example of this could include a Grade 8 team consisting of three
humanities teachers, two math/science teachers and a learning leader who also teaches
math/science. Together they will develop instructional tasks and assessments as well as
strategies related to individual students in Grade 8. As the team leads would also double
as the curriculum leaders depending on their areas of expertise, that Grade 8 team lead
may also double as the science curriculum lead for the school. Other grade team leads
would have different areas of expertise and lead the other curricular areas.
This support will be both formal and informal. The regularly scheduled Friday
meeting times will facilitate the formal support. The informal support will come from the
strategic assignment of teachers. As described in the example, within grade teams there
will be at least one other person who teaches the same core curriculum with whom to
collaborate. The distributed instructional learning leaders are also there as models and
mentors to provide support and encouragement as teachers work to personalize student
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learning. These smaller groupings will have the time and means to be collectively
reflective and make timely adjustments as individuals and as a group.
Learning leaders, in both their roles as teacher and instructional leader, may also
experience insecurities and frustration. To support them in this change process, the
leadership team will work together through the critically reflective professional learning
process to build their capacity as both teachers and educational leaders. In order to
maintain both flexibility and coherence within the school towards a goal of personalizing
learning for students, the leadership team will meet biweekly or more frequently as
required to discuss the change process, progress and challenges that arise. Learning
leaders requiring additional support or guidance could meet one-to-one with the principal
and/or assistant principal. Individuals from this team will also have opportunities to work
with peers from other schools in the learning leader collaborative meetings organized by
SDX to support maintaining focus and compliance towards SDX’s goals. Although this
change process focuses mostly on the internal and personal change dimensions,
maintaining a balance with the external dimension is important (Goodson, 2001) as it
defines the overall direction and boundaries.
Table 2 outlines a clear implementation plan that demonstrates how Goodson’s
(2001) change framework integrates the three dimensions of change and the stakeholders
connected to those dimensions to guide the change process. It outlines the alignment with
the three identified priorities as well as the key responsibilities and timelines of this
change process. It also shows the alignment to the adapted adjustment cycle described in
Chapter 2. Inherent in the table is a flow between the three dimensions of change.
Mission has a high focus on the personal dimension. Micro-politics has a greater focus
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Table 2
OIP Implementation
Change
Framework

Stakeholder

mission

Principal

Responsibility (Timeline)
•
•

movement

Adjustment
Cycle

1

Prepare

2

Leadership
Team

•

Model, lead, and support collaborative protocols
and innovative practices (Ongoing)

2

Teachers

•

Engage in coming to a common understanding of
personalizing learning (Fall)
Engage in collaborative protocols and innovative
instructional practices (Ongoing)

1

Prepare

Create the instructional structures and timetable
with defined roles and responsibilities (Spring)
Implement the professional learning plan (Fall)
Model and lead a learning culture (Ongoing)

3

Prepare

2
3

Prepare
Inquire/Act

2,3

Inquire/Act

Principal

•
•
•

memory
work

Priority

Prepare
Inquire/Act
Inquire/Act

•

micropolitics

Lead coming to a common understanding of
personalizing learning (Spring/Fall)
Establish, model and lead collaborative protocols
with learning leaders (Fall/Ongoing)

see below

2

Inquire/Act

Leadership
Team

•

Model and lead a learning culture and the
professional learning plan (Ongoing)

Teachers

•

Actively engage in a learning culture and
participate in the professional learning plan
(Ongoing)

2

Inquire/Act

Principal

•

Critically examine school structures for
effectiveness and adapt as appropriate (Ongoing)

3

Inquire/Act/
Prepare

Leadership
Team and
Teachers

•

Examine school structures and provide critical
feedback and perspective (Ongoing)

3

Inquire/Act/
Prepare

Principal

•

Model, facilitate and maintain communication,
connections, and influences among the 3
dimensions of change (Ongoing)

1, 2, 3

Inquire/Act/
Prepare

Leadership
Team

•

Model and help facilitate the communication
between the principal and teachers, parents and
students and adapt as required (Ongoing)

1, 2, 3

Inquire/Act

Teachers

•

Maintain communication with students, parents,
learning leaders, and principal and adapt as
required (Ongoing)

1, 2, 3

Inquire/Act

Priority 1 – Common understanding of personalization of learning,
Priority 2 – Research-based, evidence-informed professional learning plan
Priority 3 – Optimize school conditions to promote professional learning and growth
Note: Adaptation of Goodson’s change framework (2001) and the Adjustment Cycle (Boudett et al., 2005)
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on blending the personal dimension with the internal dimension as it looks at how
teachers interact with the school structures. Memory work sees a greater inclusion of the
external dimensions as structures are examined for their effectiveness against the needs of
teachers, the school and external boundaries and expectations. Movement sees the
greatest influence of the external dimension as the change plans continued success is
reliant on maintaining the connection and compliance with the governing body.
Resources and Supports. The third priority of optimizing school conditions is
directly related to managing resources and supports. The designation of time for the
collaborative process is an important resource for this change plan. Early dismissal
Fridays allow for an alternating meeting schedule for Friday afternoons. This schedule
would accommodate the three professional learning communities of Team, Curriculum
and Communities of Practice outlined in Chapter 2. Plus, one Friday a month would be
designated for the whole staff to come together to meet as a collective to discuss progress,
concerns and next steps. Additionally, cross-curricular grade teams as well as specialty
teams such as Fine and Performing Arts or Physical Education will be timetabled with
common preparation time, thus increasing the opportunity for informal collaboration.
Full non-instructional days are also allotted by SDX for professional development. These
days will be used both as a school to delve deeper into collectively determined areas of
need or to collaborate with teachers or leaders from other schools.
To further support the change process and the effective use of time, the use of
protocols within the professional learning communities will help guide discussions and
help create the safe collaborative culture that will be necessary to refine teachers’
pedagogical practices. To facilitate a collaborative culture that supports inquiry and
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critical reflection into the impact of teacher practice on the personalization of student
learning, the use of protocols will provide structure as well as help establish group norms
(Elmore, 2007). This will support a more efficient use of time, as it will help provide
predictable direction to the collaborative discussions. The established norms and
structure remove some of the newness or awkwardness of the conversation allowing
teachers to dig deeper within the reoccurring scheduled timeframes to evaluate their
progress. It will also help maintain focus on teacher practice and not on the individuals
(Elmore, 2007). Although some of these protocols will be co-created with teachers, a
Professional Learning Protocol (see Appendix A) is provided as an example of what may
be used to support the teachers in the initial stages of this change implementation plan.
Potential Issues. The implementation of this plan does present some possible
issues. One issue that could present challenges with the implementation of this OIP
directly relates to teacher engagement in the process. In particular, lack of diligence
within the smaller collaborative groups could lead to wasted time and lack of progress.
To address this potential issue, it is important that time is spent ensuring that a common
sense of purpose for change is established. A common understanding of personalization
of learning and why it is important will help inspire and motivate teachers for the change.
It is also important to build capacity in the learning leaders so that they are able to lead
the work. As adaptive instructional leaders, the learning leaders will be in a position to
mobilize their teams to do the hard work as they are the ones most closely connected to
the problem (Heifetz et al., 2009). Therefore, it will be important that the whole
leadership team actively engages in the work alongside individuals.
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Moreover, the Multifaceted Approach does require teachers to be open, vulnerable
and courageous. They need to be open to critical feedback, vulnerable to delve deep with
their self-reflection and courageous to be innovative with their practice while recognizing
they may experience moments of failure. Reluctance to embrace those conditions could
present a significant issue with this change plan. In the Critical Organizational Analysis
in Chapter 2, the importance of teachers’ values and beliefs aligning with their practice
was highlighted. As per the second priority, this OIP proposes integrating a regular and
systematic reflective practice to help with this alignment. Teachers may be reluctant to be
vulnerable both in reflection and innovative practice. Teachers not fully engaging in the
reflective adjustment process may impede their progress towards the goal. This potential
issue highlights the importance of promoting a supportive learning culture. Learning
leaders, who work closely with teachers, can model and facilitate these reflective
practices in a closer, less threatening environment. As an instructional leader, I can
encourage innovative practice by acknowledging and communicating that mistakes are an
anticipated part of the process. I can also ensure that there is a shift in focus away from
the teacher to the student and how instructional practices are supporting their learning and
growth.
Building Momentum. As previously described, the first priority is to come to a
common understanding of personalizing learning for students and set goals and targets.
Building momentum for change requires short, medium, and long-term goals to set
direction and gage progress. The initial short-term goals, as already mentioned, would
include collectively coming to a common understanding of personalizing learning and
establishing a common vision. The initial short-term goals would also include outlining
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and implementing the structures and protocols of the professional learning plan. Once the
groundwork had been established, short term goals would be determined within the
ongoing reflective adjustment cycles within the Multifaceted Approach. These short term
goals build the psychological need that progress is being made and helps to sustain new
practices (Kouzes & Posner, 2012). The medium goals of this change plan would
incorporate some of the necessary conditions required. These would include promoting a
school culture of supportive critical reflection and having teachers actively engage in
innovative practice and the reflective adjustment cycle. The medium goals would also be
reflective of the impact on students including the goal to see an increase in student
intellectual engagement in their learning. The co-determined targets and indicators of
success will be used as sign posts throughout the iterative process to gauge progress in
these areas. The long-term goals are reflective of the purpose of this OIP. The main longterm goal would be to provide ongoing responsive professional learning opportunities for
teachers resulting in the personalization of learning for all students to improve their
engagement and achievement.
Limitations. Like many other professional learning plans, this one is not without
its limitations. One of the largest limitations of this plan revolves around the key to this
plan. An individual cannot be forced to truly examine their inner core and be selfreflective of the implications to their practice. Although this is the key to the alignment
of our layers as described by Korthagen (2017), its value must be understood by the
individual. Thus, measuring the effects of self-reflections could be elusive. Another
limitation of this plan relates to the creation of a learning environment. This plan
provides several elements that encourage the promotion of a learning culture, but it does
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not specifically address creating it. That is not necessarily within the scope of this OIP.
The size and configuration of the school could also present some limitations. This OIP is
designed for a large middle school. Its size allows for the creation of grade specific teams
that offer both the opportunity for cross-curricular collaboration as well as curricular
collaboration. The size also supports the distributed instructional model as there would
be sufficient learning leaders to not only lead grade teams, but also offer expertise for the
key curricular areas.
Change Process Monitoring and Evaluation
Establishing a change implementation plan to address the PoP is an important step
in the change process. However, without intentional monitoring and evaluation,
achieving change is unlikely (Neumann, Robson, & Sloan, 2018). The purpose of
monitoring and evaluation is to determine the effectiveness of the implemented changes
and inform decision making (Neumann et al., 2018). A combination of informal and
formal measures will be used as sign posts through this change to measure progress. This
assessment can be both formative and summative in nature. Formative evaluation can
provide information on how things are progressing, the reactions of stakeholders or
adjustments that need to be made while summative evaluation can help assess progress
towards the overall change goal (Neumann et al., 2018). Although monitoring and
evaluation are necessary, determining outcomes as well as tools and tactics to measure
progress is hard (Hall, 2013). Part of the process will be co-creating those sign posts that
would indicate positive change and progress with the leadership team and teachers. This
section will describe approaches and measures to be used in this OIP to assess progress
and inform next steps.
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Large Scale Data. Large scale data such as student, parent and teacher surveys as
well as student achievement on standardized tests and report cards is data used by SDX
and MEX to measure progress. This data can also be analyzed at all levels in the school
from individual to whole school to assess progress. The collective analysis of this data,
with the guided support of the school’s leadership team, would be used to gain multiple
perspectives and see patterns from a variety of viewpoints (Evans, Thornton, & Usinger,
2012). Drilled down versions can be used by individuals and professional learning
groups to further inform their work. Disaggregating data about students to gauge the
effectiveness of teaching practices with individual students or groups of students such as
struggling readers, high achievers, or English language learners can help teachers identify
their own professional learning needs (Timperley, 2011). Overall data can be used to
gauge the school’s progress and identify possible gaps to be addressed. However, as
previously noted, the large-scale data only provides a summative perspective to some
parts of this multifaceted problem. Growth in this data is certainly desirable as it is also
reviewed by SDX and MEX, but it does not provide evidence of the whole situation. It
does not, for example, directly assess the level of responsiveness or growth related to the
provided professional learning opportunities. Nor does this large scale data fully explore
the level of personalization achieved for students.
Evidence of Intellectual Engagement. When looking at the impact of
professional learning on the personalization of learning for students, finding appropriate
evidence to gauge that progress is challenging. Although an increase in student
achievement is desirable, it is only a piece of the desired result. Students should also be
intellectually engaged. Being intellectually engaged means the students are making
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personal connections to the work and have greater depth to their learning (Dunleavy,
Milton, & Douglas Millms, 2012). Measuring intellectual engagement, however, can be
elusive as it can’t necessarily be measured on a test. Also, the word engagement can be
tricky. Students doing or enjoying a task may not be evidence of the student’s intellectual
engagement. In this way, Hattie’s (2015) reference to relentlessly searching or
interrogating evidence fits. Focusing solely on student achievement or test scores would
not necessarily determine if teachers are personalizing learning for students. Instead,
digging deeper to find evidence of improved pedagogical practices that result in deeper
student learning that is tapping into students’ interests and passions as well as checking to
see if students are able to make connections and transfer their learning to new learning
situations would be required. Appendix B: Classroom Visit Observations provides
sample questions or areas of observation that could be used informally in discussion or
formally on a survey to measure this engagement.
Monitoring and Evaluation. The monitoring and evaluation of this OIP requires
the consideration of several factors. Through distributed instructional leadership with an
adaptive approach this OIP looks to balance the three dimensions of change using
Goodson’s (2001) change framework to guide the change process. This change
framework complements the Adjustment Cycle (Boudett et al., 2005), widely used by
SDX, by ensuring the scope of the change is broadened to include the personal dimension
of the teachers along with the internal dimension of the school and the external
dimensions of the school district, provincial governing body and the parents. Added to
that are the identified priorities for this OIP. All of these factors need to be considered to
determine appropriate forms of monitoring and evaluation.
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The resulting adapted adjustment cycle described in Chapter 2 includes three
phases of change - prepare, inquire and act. Most of the change will exist within the
inquire and act phases of the continuous improvement cycle. As outlined in Table 1,
inquire and act permeate all four phases of the change framework. Therefore, most of the
monitoring and evaluation will be included within the process of continuous improvement
connected to the Multifaceted Approach to be implemented. This, however, does not
diminish the importance of the prepare phase. The prepare phase will embody laying the
foundation for the change as determined by the three identified priorities. Prepare will
mostly consist of creating supporting school structures, defining roles and responsibilities
as well as identifying a common vision of personalizing learning. Implementing the
Multifaceted Approach of professional learning described in Chapter 2 and establishing
protocols and norms will also be part of the prepare phase. Due to the structure of the
school setting, some elements of the prepare stage, such as teacher and learning leader
assignments and timetables can only be adjusted yearly. As one school year is ending,
preparations for the next year are starting. This provides an excellent opportunity to
examine evidence of the overall effectiveness of staff assignments and the timetable.
Others, such as the professional learning protocols and procedures, once established, fall
into the inquire and act phase as they can be adjusted throughout the school year. Teacher
practice, however, forms the greatest focus of the inquire and act phases of change and
exist in a continuous cycle of improvement throughout the year.
Since change is complex, it takes time and persistence to see real change as it is a
process, not an event (Hall, 2013). Individuals have to change in order for an
organization to change (Goodson, 2001; Hall, 2013; Korthagen, 2017) thus reinforcing
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the importance of including a focus on teachers, the personal dimension, in this change
process. The goal of personalizing learning for students will only be achieved if teacher
practice in the classroom changes. Built into the reflective adjustment cycle are
opportunities to reflect on each individual’s change process and progress. These
opportunities provide space for individuals to identify challenges or struggles, assess the
possible contributing factors and identify what is working before determining the next
steps. Building in success criteria and ways to determine progress are also part of the
individual processes. These individual processes are coordinated and supported by the
smaller professional learning groupings. As a group they may also identify internal
adjustments that need to be made.
A key strategy and priority of this OIP, to build teacher capacity, revolves around
providing responsive professional learning. Within the change framework, memory
work: communitize calls for the strategic evaluation of the relationship between the
personal dimensions of teachers and the internal dimension of the professional learning
plan and the school conditions meant to support their growth. Therefore, monitoring and
evaluation of the effectiveness of those components on changing teacher practice is
crucial. An examination of personalization of learning for students combined with
teacher and learning leader feedback will provide evidence of growth or adjustments that
need to be made to be responsive to teachers’ pedagogical learning needs. Appendix C:
Sample Questions to Gauge Effectiveness of Professional Learning provides reflective
survey questions for teachers to provide feedback specific to the effectiveness of the
provided professional learning opportunities.
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In order to determine if the professional learning opportunities for teachers are
meeting the needs of teachers and are having an impact on personalized learning for
students, evidence needs to reflect both improvement in pedagogical practices and
personalized learning for students. Formative and summative measures can be used to
monitor and evaluate the improvement of instructional practices. Formative measures
could include evidence of student work, observations of teacher practice, discussions with
teachers, collaborative work and teacher self-reflection. Summative measures could
include larger scale data previously described. This process would be ongoing.
As described in Chapter 2, some steps to personalizing learning for students
would include improving the instructional practices that are conducive to personalizing
learning for students, including being clear about learning intentions and ensuring
students have a sound knowledge base. These would formulate the initial targets to be
monitored. Teachers would also need to engage students in productive struggle and
collaborative knowledge building, as well as have a greater focus on complex
instructional design with built in student voice. Teachers knowing and incorporating
students’ strengths, interests, and passions as well as areas of growth into their task
designs will help improve the personalizing learning for students. This becomes another
important area to be monitored. An adapted version of the Effective Teaching Practices
Rubric (Friesen, 2009) could be used as both a guiding document and reflective tool to
help guide this work. As previously noted, the intellectual engagement of students in
their learning is a key underpinning of personalizing learning for students. This rubric
address five principles of intellectually engaging students in their learning. Appendix D:
Use of the Teaching Effectiveness Framework Rubric (Friesen, 2009) outlines the general
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principles of this rubric and accompanying reflective questions. This tool would be used
at least twice a year in mid fall to establish the year’s baseline and areas of focus and mid
spring to gauge growth and possible next steps. This information would be used both at
the individual and collective levels. Individually, the tool provides teachers the
opportunity to identify growth and areas requiring focus. Collectively, the self-identified
rubric data could be aggregated and graphed to show overall trends, growth and gaps.
Gathering evidence from the student perspective by asking the students why what
they are learning matters or how it is relevant to them and how they can use this learning
in other contexts will help teachers monitor and evaluate the effectiveness of change to
their practice. This can be done in a variety of ways. Teachers can touch base with
individual students within their classes or use exit slips that ask some of these probing
questions to get an overall sense of their lessons. Teachers can use this feedback to help
inform their iterative cycle of reflection to make adjustments for improvement. Engaging
in pedagogical documentation could also help teachers gain an understanding of student
thinking and learning processes (Ontario Ministry of Education, 2007, 2015). Learning
leaders and administrators visiting classrooms can also talk with students and make
observations to get a snapshot of student intellectual engagement (see Appendix B).
Evidence from these snapshots could then become the basis of collaborative
conversations or used to identify trends, growth and gaps. On a more formal level,
questions to that effect can be included on large scale student surveys. These results can
then be analysed by the staff to gauge overall progress and inform decision making.
Since teacher pedagogy is at the core of this change plan, teacher involvement in
setting targets and identifying strategies is very important. They also need to be fully
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involved in the continuous improvement cycle of monitoring the progress, deciding on
necessary adjustments and taking the required actions in order for change to occur.
Additionally, the work of learning leaders as instructional leaders within the teams is key
to supporting the improvement of those pedagogical practices.
As a principal, it is important to have a sense of the school’s progress towards the
goal both as a collection of individuals as well as a whole. Although the Multifaceted
Approach is responsive to the individual, the needs and progresses are shared by the
whole group. The regularly scheduled leadership team meetings provide an ongoing
platform for this work. The representation of those groups through the distributed
instructional team provides opportunities for the leadership team to collaborate as a
collective to assess how the individual, small group, and large group progress are related.
The comparison of challenges and progresses will help inform the next steps and
adjustments that need to be made for the betterment of the school’s goals.
Measurement Tools. The adapted use of two measurement tools will also help
inform next steps and school adjustments that need to be made. Findings from previous
research into the implementation of Personalized Teacher Education Program in the late
1960s (Hall, 2013) reflect many of the same patterns I witness at my school. Like
teachers who are encouraged to personalize learning for middle school students, these
faculty members were reluctant to give up practices they saw as successful (Hall, 2013).
Hall (2013) describes the various measures used to gauge change progress. Adaptations
of two of those measures would be appropriate to support the monitoring and evaluation
of this OIP.
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Stages of Concern was one method used to gauge progress (Hall, 2013). Although
the use of the questionnaire may not be appropriate for the scope of this OIP, the framing
of the stages does provide some insight into the ways to gather data related to teacher
progress towards the personalization of learning for students. The progression of concern
goes from self to task to impact (Hall, 2013). Listening with intent to teachers’ concerns
could provide indicators of where they are on the continuum from self to impact. Figure 5
provides samples of comments to help gauge progress of change or areas requiring focus.
Distributed instructional leadership with an adaptive approach supports collecting
those individual perspectives and viewing them collectively to determine if adjustments
are required. As this data would mostly be collected informally through conversation, it
would be used to gain an overall perspective of growth and would not be evaluative in
nature. When Stages of Concern (Hall, 2013) data is collected more formally, individual
results would only be viewed by the principal and the assistant principal. The remainder
of the leadership team would only have access to aggregated results to help with problemsolving and planning. It would be expected that the Stages of Concern (Hall, 2013) of
teachers would be distributed along the continuum from self to impact. If there is no
evidence of progression from self towards impact then that would be a red flag. Further
investigation would be required to determine the obstacle(s) to progress.
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Figure 5. Adaptation of Stages of Concern (Hall, 2013)

Levels of Use (Hall, 2013) could also be used as an indicator of progress. These
levels provide a continuum of engagement in the personalization of learning for students.
Levels of Use describes eight levels of participation from doing nothing to expert (Hall,
2013). These levels are described in terms of behaviour profiles. Table 3 outlines the
eight levels and the behaviours associated with each level. Conversations with teachers
and observations of their practice could be used in conjunction with the Levels of Use
(Hall, 2013) behavioural profiles to gauge progress. Like the Stages of Concern (Hall,
2013), it could be plotted on a continuum from non-use to renewal to help inform areas
requiring attention. The levels can provide insight into possible interventions. For
example, Level III, Mechanical Use, could indicate that extra support in organizing or
scheduling might be needed (Hall, 2013). Whereas Level V, Integration, could be
supported with more opportunities for informal collaboration (Hall, 2013).
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Table 3
Adaptation of Levels of Use (Hall, 2013)
Level of Engagement

Behaviour Profile

VI Renewal

The teacher is seeking more effective ways to
personalize learning for all students.

V Integration

The teacher is making deliberate efforts to coordinate
with others to personalize learning for all students.

IVB Refinement

The teacher is making changes to increase the
personalization of learning for all students.

IVA Routine

The teacher is personalizing learning for students with
few changes to the routine.

III Mechanical Use

The teacher is attempting to personalize learning for
all students and is making personal oriented changes.

II Preparation

The teacher is preparing to personalize learning for all
students for the first time.

I Orientation

The teacher is seeking out information about
personalizing learning for students.

0 Nonuse

No action is being taken with respect to personalizing
learning for students.

The combination of both Stages of Concern and Levels of Use could also be used as
indicators towards the overall growth and progress of the school. According to Hall
(2013), the use of these tools can help indicate minimal levels of institutionalization. If
within the Stages of Concern, self and task concerns are low and the majority of the
teachers have moved past Level III Mechanical Use, then there is clear progress towards
whole staff participation in the desired goal of personalizing learning for students.
Whole School Perspective. Monitoring and evaluation from individual or small
group perspectives is important to the personal dimension of the change process, but not
to the exclusion of the school staff as a whole. An integrated theory of change looks for a
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balance of the personal, internal and external dimensions of change (Goodson, 2001).
Whole staff collaborative sessions help maintain cohesion and focus on a common goal or
vision of the internal and external dimension of change. They also provide opportunities
for teachers to work with teachers from other teams and curricular areas to discuss what is
working and what requires tweaking as well as assess whole school goals and targets and
if appropriate set new ones. Plus, it provides time for colleagues to share their areas of
focus, struggles and successes. This increases the likelihood of informal collaboration
and peer input and ultimately enriches the monitoring and evaluation process.
Communication Plan
Implementation, monitoring and evaluation need the support of a communication
plan as communication is an integral part of any change process. Effective
communication can positively influence stakeholders, commitment, performance and job
satisfaction (Husain, 2013). This is particularly true for this OIP which is focused on
providing responsive professional learning opportunities for teachers. As communication
is very nuanced, it holds an innate purpose within the proposed iterative cycle of
reflective improvement. Not only does it help support balancing the previously described
three change dimensions of external, internal, and personal which is foundational to this
OIP, communication also supports the integrity of the change process and implementation
plan previously described. This section will outline the communication principles,
approach and strategy to be used as well as a communication plan that builds an
awareness and need for change as well as a strategy that will support the change process.
Principles of Communication. When developing a communication plan, it is
important to look at the form and function of the communication in order to decide on a
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plan of action. Klein (1996) describes six principles of organizational communication
that should be taken into consideration when developing the plan. The first two principles
revolve around message redundancy and the use of several media forms. Key change
messages need to be repeated and in several different formats in order to have an impact
on the change process. Otherwise, it would be too easy for that message to be lost,
forgotten or dismissed. The third principle stresses the effectiveness of including face-toface communication. This provides the communicator the opportunity to gauge
stakeholders’ reactions and allows for interactions to clarify and/or increase
understanding. The fourth principle reminds us that the direct supervisor is often the most
effective person to communicate organization change information or updates. In the
context of this OIP, the direct supervisors would be the learning leaders. Their proximity
to teachers allows them to enact the redundancy and face-to-face principles (Klein, 1996).
Therefore, it will be important to ensure they are involved and informed of the change
process. The fifth principle highlights the importance of opinion leaders. Within an
organization, there will be individuals whose opinions can change the attitudes and
opinions of others. Recognizing these opinion leaders within the school and being
mindful of the role they play in the change process will help ensure that change will be
possible. These opinion leaders may be in favour of the change and therefore help
promote the change process or they could be resistant to the change and additional
supports will need to be put in place to help mitigate that resistance and hopefully change
it. The final principle, personal relevance, stresses the importance of ensuring that the
information being communicated is appropriate and personally relevant to the intended
audience. Individuals are more likely to pay attention to messaging that is of personal
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significance. These six principles of organizational communication (Klein, 1996) will be
used thoughtfully and woven throughout the communication plan for this OIP to support
clear and appropriate communication related to the change process.
Communication Approaches. Two communication approaches, communication
as a tool and communication as a process, will form the focus of this communication
plan. Communication will be used as a tool to inform, create understanding and change
people’s attitudes and behaviors (Johansson & Heide, 2008). This approach will help
describe and explain the change process and the roles and responsibilities of stakeholders
within the change process. Equally important will be the process approach to
communication. The success of this OIP resides in the changed pedagogical practice of
teachers to personalize learning for students. Through interaction and communication,
communication can be a socially constructed process that has a focus on understanding
and sensemaking (Johansson & Heide, 2008). Sensemaking can be described as the
“interplay of action and interpretation” (Johansson & Heide, 2008, p. 294). Through
dialogue and conversation, individuals can begin to make sense of the change process.
Sensemaking processes can help clarify ambiguity as well as help individuals examine
underlying assumptions and expectations (Johansson & Heide, 2008; Korthagen, 2014).
This will be integral to teacher core reflection. In sensemaking processes, people’s
different stories or narratives become important sources for understanding. It is through
conversation that perceptions can be altered thus helping to bring teacher practice and
beliefs into alignment (Johansson & Heide, 2008; Korthagen & Nuijten, 2019). It is
through both approaches to communication (as a tool and as a process), that stakeholders
can be appropriately involved in the change plan.
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Main Communication Strategy. Disseminating information and soliciting
feedback will be the main communication strategy used to build awareness and need for
change as well as support the change process. This strategy utilizes an adaptive approach
to implementation which fits with distributed instructional leadership with an adaptive
approach inherent in this OIP. The process of disseminating information and soliciting
feedback requires the principal as implementer to decide the process and form of
communication. Consideration of the communication principles and approaches will be
important. It is also important to determine the degree of involvement of stakeholders as
well as the means of evaluation and use of their input (Lewis, 2019). This
communication strategy is participatory and enables wide spread empowerment which is
important when balancing the external, internal and personal dimensions of this change.
As a result, it is responsive to stakeholders within each dimension of change as ongoing
adjustments can be made. Listening then becomes a means to get input and inform
decisions. It invites the continued active participation of stakeholders in the change
process (Lewis, 2019). Thus, helping to maintain the balance between the dimensions of
change is vital to achieving sustained change to personalizing student learning.
Building Awareness and Need for Change. To ensure that the introductory
change messaging builds commitment to the change efforts, five areas including
discrepancy, appropriateness, efficacy, principal support, and personal valence
(Armenakis & Harris, 2002) need to be addressed. To start, the discrepancy between the
current state of pedagogical practice and the need for personalization of learning for
students will be explored to establish the necessity for the changes. The adaptive
approach will help explore the full range of perceptions (Heifetz et al., 2009) to tackle
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this complex challenge of moving pedagogical practices forward to achieve
personalization of student learning. As identified in the implementation plan, one of the
first steps will be establishing a common understanding of personalizing learning. This
will involve face-to-face interactions with teachers as a collective in staff meetings and
also through conversations with individuals and small groups of teachers. The process of
creating the School Development Plan (SDP) at the beginning of the school year will also
help tease out discrepancies. Through a collaborative process of meeting with staff to
collect, examine and discuss data and input from various stakeholders (student
achievement data, student, parent and teacher survey results, as well as district data), gaps
would be identified. The culmination of this work then translates into the SDP. The SDP
is the official document that outlines the school’s goals, targets and strategies related to
the identified areas of growth. These areas of growth reflect SX’s internal gaps in relation
to the goals and objectives of the external dimension including SDX and MEX. Included
within the SDP would be strategies and targets related to both the internal dimension of
the school as well as the personal dimension of teachers. The SDP exemplifies the
interlocking relationship between the three dimensions. Some of the intended changes to
be implemented would be formally communicated to the greater school community
through this SDP document. To help maintain communication between the three
dimensions of change, the SDP would be shared and accessible to a range of stakeholders
through a variety of formats including presentations at meetings, electronically, on the
website, and in handouts.
Second, the appropriateness of the professional learning plan will be described and
discussed with teachers and learning leaders in staff and team meetings to ensure it will
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be responsive to their pedagogical learning needs. Since it is important that the
professional learning opportunities meet both the needs of the teachers and support
growth towards personalizing learning, the discussion will revolve around how the
inclusion of both these elements is appropriate.
Third, the efficacy of the change will help build confidences in individuals and
groups abilities to accomplish this change. This will be part of those initial collaborative
sessions as well as the ongoing collaborative sessions. The creation of the SDP includes
celebrating past accomplishments and acknowledging the skills of teachers. Furthermore,
their direct involvement in the reflective improvement cycle allows teachers to engage in
the change process through sensemaking (Johansson & Heide, 2008) to personalize
learning for students at a level and pace that is appropriate for the teachers’ continued
growth.
Fourth, principal support will be reviewed by looking at how this change plan is
supported and fits within the broader context of the board and province. The SDP does
not live in isolation, but rather it needs to reflect the goals and objectives of both SDX
and MEX. To ensure this alignment, an examination of the district documents and
provincial curriculums help inform the goals and strategies of the SDP.
Finally, the intrinsic and extrinsic benefits, or personal valence, of the change for
individuals will be clarified. The research and benefits of the Multifaceted Approach to
the professional learning plan will be shared with teachers through staff and team
meetings as well as shared documents and emails. In particular, it will highlight the
responsive nature of the professional learning opportunities to enable them to personalize
learning for students.
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Communication for the Change Process. Once an awareness and need for
change has been established, it is important to ensure that appropriate stakeholders are
informed and have an opportunity to provide feedback about relevant parts of the
implementation plan. Both formal and informal communication will help coordinate the
external, internal and personal dimensions of change and the stakeholders included in
each of those dimensions. Formal communications could take the form of
announcements, updates, policies, instructions, protocol structures, schedules, invitations
for feedback, and reports. Informal communication is less official but equally important
(Lewis, 2019). Adaptive distributed instructional leadership supports dynamic informal
communication as the learning leaders are engaging in the change alongside the teachers.
This informal communication could take the form of spontaneous interactions,
questioning or answering, expression of opinions, views or concerns, providing feedback
and or support and sharing stories (Lewis, 2019). Whether it is formal or informal
communication, managing and maintaining relations through this process will be a key
component of balancing the three dimensions of change to achieve success. Being
mindful of the six principles of communication (Klein, 1996) will also help improve the
effectiveness of these communications.
The dissemination and solicitation of input from stakeholders representing the
external dimension of change, such as SDX, MEX, parents and the greater school
community, would mostly be used as a tool to inform, identify areas of concern and gauge
progress. Thus, it would mostly take the form of formal communication such as reports,
announcements, emails, updates and surveys. Informal communication will still play a
role, especially with SDX and parents, as there are often opportunities for individual
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interactions or conversations, but that would not be representative of the bulk of the
communication with these stakeholders as this OIP is focused on providing responsive
professional learning opportunities for teachers in the school.
Within the internal and personal dimensions of change which represents the
teachers and leadership team in school, there would be a greater balance between the
formal and informal forms of communication with the dissemination and solicitation of
feedback. This balance is important to maintaining clarity of purpose and uncovering
challenges or misperceptions (Lewis, 2019). The formal dissemination of information
would include a clear description of the implementation plan for professional learning. It
would include implementation instructions, meeting schedules, teacher timetables,
defined collaborative protocols, and school processes and procedures. These would be
offered in face-to-face meetings, in team meetings, through email, posted on the staff site,
and distributed through the leadership team. Formal invitations for feedback would
include specific requests for information, surveys and reflective documents, as well as
collaborative dialogue in staff, team and curricular meetings regarding the effectiveness
of the professional learning opportunities, changes in teacher practices and growth
towards personalization of learning. Formal communications will represent much of the
communication related to the implementation plan’s goals, targets, school structures,
procedures, processes and protocols as well as documentation associated with the process
of changing including incremental progress and challenges or gaps. Informal
communication, however, will play just as important a role as formal communication. It
is sometimes through the in the moment one-to-one or small group communications or
conversations that greater insight regarding context or challenges is revealed. Further
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investigation sometimes reveals that the identified challenges or concerns by individuals
or small groups are wider spread and need to be addressed formally. Informal
communication can also help build relational trust in that it provides an opportunity to
provide support or encouragement or reinforce strategies of direction. It also provides
opportunities to clear up misunderstandings.
Facilitated by a distributed instructional leadership approach, communication will
be an integral element of the ongoing work of the learning leaders who, as noted in
Chapter 1, are positioned as instructional leaders within the teams to support improving
pedagogical practices. Whether it is formal or informal communication, learning leaders
will be instrumental in facilitating the communication strategy and acting as liaisons
between their teams and the larger school community. Open and honest communication
will be vital to the creation of a safe environment that promotes relational trust. In order
for deeply held beliefs to be examined, there needs to be relational trust and an openness
to hearing and accepting diverse voices (Evans et al., 2012) to gain a realistic awareness
of current challenges and encourage experimentation with innovative practices to
personalize learning (Donohoo, 2018; Stoll & Kools, 2016). It will help in the
communication process of sensemaking and support the effective participation of teachers
resulting in a responsive professional learning plan that will meet the needs of teachers
(Lewis, 2019) to improve their personalization of learning for students.
From the initial communications that builds awareness and the need for change to
the ongoing communications that will drive the change process, the effective execution of
the communication plan will be crucial to the success of this OIP. The thoughtful attention
to the principles and identified approaches of communication will support the
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dissemination and solicitation of input required to achieve the desired change in providing
responsive professional learning opportunities that result in the pedagogical shift
necessary to personalize learning for students.
Conclusion
The implementation, evaluation, and communication of this OIP are reflective of
the three identified priorities. These include coming to a common understanding of
personalization of learning for students, implementing a responsive, professional learning
plan that supports teachers in achieving the common vision and goal of personalizing
learning and optimizing school structures and conditions to promote that professional
growth and learning. This chapter explores how a distributed instructional leadership
stance with an adaptive approach supports these priorities. This leadership approach also
supports the integrated theory of change to balance the personal, internal, and external
dimensions of this change. Incorporating a reflective protocol helps teachers bring their
beliefs and practice into alignment, which is another critical component of building
teacher capacity. Finally, next steps and future considerations are provided for the
continuation of this work and will conclude this OIP.
Next Steps and Future Considerations
Inherent in this PoP and OIP are some ongoing challenges. Fluctuating school
conditions and teacher and learning leader turnover can present challenges when
attempting to be both individually responsive and collectively cohesive. Ongoing analysis
is required to ensure there is a balance between the three dimensions of change.
Externally driven conditions such as budgets, accountability factors and changing
policies, procedures and priorities require schools to be adaptable. In order for a school
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to be internally responsive to these changing conditions, engaging in continuous
improvement that appropriately incorporates these changing conditions will be necessary.
Documenting the change process will provide a way to evaluate past practices to support
knowledge building and decision making for next steps. The combination of adaptive
leadership with a communication process of sensemaking will help balance the personal
dimension of change as the teacher’s voice will be provided space within the change
process.
Next Steps. Next steps will involve maintaining focus and motivation towards

providing professional learning opportunities for teachers that support building their
capacity to provide personalized learning for students. It will be important to capture
evidence of incremental progress and the processes that led to that growth as well as
continue to incorporate evidence from the evolving research regarding teacher and
student learning. Fully understanding the level of responsiveness of the professional
learning opportunities and their impact on the personalization of learning for students
needs to be recognized as a process. Deeply reflective practices are uncomfortable and
cause people to feel vulnerable. It takes time to build the relational trust necessary as
well as establish engrained routines that then translate to a noticeable shift in pedagogy.
This paradigm shift will take perseverance and patience.
Additionally, the effectiveness of the professional learning plan, which is inclusive
of the Multifaceted Approach described in Chapter 2, will need to be monitored to ensure
the three areas of focus continue to be appropriate for the learning needs of teachers.
Evidence will need to be collected to ensure the identified areas of focus including
delving deeper into the curriculum, designing task and assessment practices for the
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personalization of learning, and finding ways to better know students as individuals, are
meeting the capacity building needs of teachers. Even though it has been designed to be
inclusive and responsive to individual teacher’s abilities and context, evidence and
research may point to the need to make adjustments over time to ensure its continued
relevance to teachers’ professional learning needs.
Next steps will also involve ensuring the continued growth of the learning leaders.
Focus will be needed to create a collaborative learning environment within the leadership
team that supports building their capacity as instructional leaders. Similar to the reflective
practice the teachers will be engaged in that closely examines challenges, core strengths
and obstacles to improve their pedagogical practices, individuals on the leadership team
need opportunities to examine their instructional leadership practices to ensure their
continued growth and development as leaders.
Future Considerations. Providing responsive professional learning opportunities
for teachers is easier said than done. This solution is as complex as the challenge it is
trying to address. As this change plan looks closely at providing responsive professional
learning to meet the individual needs of teachers so that they can personalize learning for
students, several future considerations emerge in relation to continuing to build
knowledge in this area. One future consideration could include a close examination of
the structure and relationship between each of the three areas of focus for professional
learning identified in Chapter 2 (curriculum, grade team and communities of practice) and
their impact on personalizing learning for students. Consideration could also be given to
examining the individual contribution or impact of the content inherent within each area
of focus. Do they contribute equally to building the capacity of teachers to personalize
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learning for students or does one or more have a greater impact? This would indicate a
shift in commitment or concentration is required to ensure alignment with the evolving
goals of the continuous improvement cycle.
Additionally, an examination of the practices related to distributed instructional
leadership with an adaptive approach to provide responsive professional learning would
be prudent. How can the distribution of instructional leaders be maximized to support
building the school’s capital to personalize learning for students? Future consideration
should be given to developing a professional learning plan specific to developing the
capacity of future learning leaders within the school to build in succession planning and
mitigate the challenge of staff turnover.
Finally, intentionally focusing on the factors that build a strong learning
community is part of the peripheral vision of this OIP. The change implementation plan
does not specifically address collecting evidence regarding this as it is outside the scope
of this OIP. Therefore, an intentional focus on the conditions that build a strong learning
community presents itself as a future consideration.
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Appendices
Appendix A: Professional Learning Protocol
Purpose: To engage in reflective collaboration to personalize learning for students
Process
• Organize into groups of 3 or 4
• Take turns sharing and engaging in the collaborative process
• After each person in the group has shared and engaged in the collaborative
process, each person identifies a plan of action, targets or goals and methods of
measuring progress
Format for sharing and collaborative process (rotates until all in group have shared)
• One person shares
• One person records / keeps time
• One or two asks questions and provides feedback
• All engage in collaborative discussion
Share Challenge (5 min)
• Briefly describe a challenge within your current context to be addressed?
• What is the student evidence (achievement, actions, motivation, engagement, etc.)
telling you about student learning?
• Describe your actions.
• What are your beliefs and values related to this challenge?
• What are core strengths have you exhibited related to this challenge?
• What are your perceived personal obstacles?
Critical Peer Feedback (5 min)
• Ask probing questions to deepen the teacher’s reflection and understanding of the
situation.
• Identify the teacher’s core strengths from what was shared
Evidence-informed Collaborative Discussion (10 min)
• Collaboratively identify students’ knowledge, skills and engagement:
o What do students need to learn?
o How will we know if they have learned it?
o What will we do if they do not learn it?
o How will we engage students in their learning?
•

Collaboratively determine what teachers need to know and be able to do:
o What are we doing that is effective for student learning?
o What are we doing that is not working?
o What do we need to learn and/or do to be more effective for student learning?
o What sources of evidence/knowledge can we use to gauge progress?
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Personal Action Planning (5 min)
• Reflect on feedback and collaborative discussion
• Identify 1 or 2 actions, targets or goals and methods of measuring progress
• Record next steps on PLC online document

Sample of PLC online documentation
Shared Challenge
Name
1.

Synopsis of Evidence Shared

2.
3.
4.

Collaborative Discussion
Students’ knowledge and skills

What teachers need to know and be able to do

Personal Action Planning
Name
1.
2.
3.
4.

Action

Method of measuring of progress

120
BUILDING CAPACITY TO PERSONALIZE LEARNING
Appendix B: Classroom Visit Observations
Sample questions to ask students to gauge intellectual engagement. Questions could be
modified to reflect the specific context or age of the student.
•

What is the learning intention of this (task)?

•

Why does this matter?

•

How does this relate to (other topics) that you have learned about?

•

How are you going to show your understanding of this concept?

•

How do you know when you have learned it?

Below are things to look for when observing classrooms or students engage in classroom
activities.
•

Students’ questions or comments reflect interest, making personal connections,
and/or a deep understanding of the content or concept.

•

Students are actively trying to solve a problem or support an opinion with prior
knowledge or strategies learned.

•

Students are engaged in productive struggle

•

Students can articulate the success requirements, where they are in the learning
process and what they need to do/learn/try next.

•

Students are working cooperatively and collaboratively.

•

Students have choice in how to engage with the content or concepts.

•

Students use feedback to improve their understanding or skill development.

•

Students can articulate the learning intention, why it matters and how they will
know if they know it.

•

Students are engaged in the design of their learning.
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Appendix C: Sample Questions to Gauge Effectiveness of Professional Learning
The following reflective questions could be used to gauge the effectiveness and
responsiveness of the provided professional learning opportunities to promote the
personalization of learning for students.
•

What did you learn about yourself through engaging in the reflective protocol?

•

What skills and knowledge have you developed?

•

How have you involved students in the process?

•

How have you increased the personalization of learning? What evidence shows
progress to increasing student intellectual engagement? How does it show that?

•

Have the professional learning opportunities supported your growth? If so how?
If not why not?

•

Does the structure of the professional learning opportunities support your
professional growth? Why or why not?

•

How have your collaborative conversations challenged your theories, beliefs,
assumptions or practices?

•

How have your collaborative conversations supported or reaffirmed your theories,
beliefs, assumptions or practices?

•

What professional learning needs or areas of focus do you need to continue
growing?
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Appendix D: Use of the Teaching Effectiveness Framework Rubric (Friesen, 2009)
Acknowledging that a teacher’s practice could represent all descriptors on the continuum
of the adapted Effective Teaching Practices Rubric (Friesen, 2009) teachers would
highlight the descriptor that best represents the majority of their work. They would also
be asked to provide examples or evidence to support their decision. The five principles
and the specific areas of reflection are outlined in the Table D1.
Table D1
Adaptation of the Teaching Effectiveness Framework Principles (Friesen, 2009)
Principle
Principle 1:
Teachers are designers of learning

Areas of Reflection
•
•

Design is focused on building
understanding
Design is informed by disciplinary
knowledge

Principle 2:
Work students undertake is
worthwhile

•
•

Work is authentic
Work fosters deep understanding

Principle 3:
Assessment practices improve
student learning and guide teaching

•
•
•

Assessment is comprehensive
Clear Criteria are Established
Students are self-directed

Principle 4:
Strong relationships exist

•
•
•

Students’ relationship to the work
Teachers’ relationship with the students
Students’ relationship with each other

Principle 5:
Teacher improves their practice in
the company of their peers

•

Teaching is a scholarship
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Sample reflective questions that could accompany the use of the rubric mid fall could
include:
-

Identify an area of strength.

-

Identify an area for growth

-

What professional learning would support that growth?

-

What next steps can you take to support that growth?

-

What evidence will indicate growth in that area?

Sample reflective questions that could accompany the use of the rubric mid spring could
include:
-

Identify your areas of greatest growth.

-

What has been the impact on student learning (achievement, engagement and
well-being)? How do you know? What are some specific examples?

-

What have you not been able to achieve yet?

-

What will be your next steps?

